The use of teachers as change agents : a case study. by Perry, William Rodwell
University of Massachusetts Amherst
ScholarWorks@UMass Amherst
Doctoral Dissertations 1896 - February 2014
1-1-1975
The use of teachers as change agents : a case study.
William Rodwell Perry
University of Massachusetts Amherst
Follow this and additional works at: https://scholarworks.umass.edu/dissertations_1
This Open Access Dissertation is brought to you for free and open access by ScholarWorks@UMass Amherst. It has been accepted for inclusion in
Doctoral Dissertations 1896 - February 2014 by an authorized administrator of ScholarWorks@UMass Amherst. For more information, please contact
scholarworks@library.umass.edu.
Recommended Citation
Perry, William Rodwell, "The use of teachers as change agents : a case study." (1975). Doctoral Dissertations 1896 - February 2014.
2998.
https://scholarworks.umass.edu/dissertations_1/2998

THE USE OF TEACHERS AS CHANGE AGENTS: A CASE STUDY
A Dissertation 'Presented
by
WILLIAM RO DWELL PERRY, JR.
Submitted to the Graduate School of
the
University of Massachusetts in partial
fulfillment of the requirements tor
tne cegree
doctor of education
May, 1975
Major Subject Education
(c) William R. Perry, Jr. 1975
All Rights Reserved
THE USE OF TEACHERS AS CHANGE AGENTS: A CASE STUDY
A Dissertation Presented
by
WILLIAM RODWELL PERRY, JR.
Approved as to style and content by:
D.^ Kenneth Bl^nch^rd (Chairman of Committee)
Dr . Ron a 1 d k! Hamb 1 cton (Member)
'7
/
zrv<-^-
Dr . Barbara Love (MembeT)
Alii £<
Dr. Frederic F i nch (Member}
LVuis Fischer, Acting Dean
School of Education
May, 1975
ACKNOWLEDGEMENTS
The encouragement and assistance of many people made this study
possible. Sincere gratitude is extended to my Committee Chairman,
Dr. Kenneth Blanchard; a committee member, Dr. Ronald K. Hambleton,
who both gave many long hours of skillful guidance and personal
attention during the preparation of the dissertation and throughout
the entire doctoral program. Additional appreciation is expressed
to Dr. Barbara Love and Dr. Fredric Finch, members of the disserta-
tion committee, for their useful comments on earlier drafts of this
report
.
A special note of thanks is also expressed to Ms. Betty Merrill,
Ms. Sondra Timoll and Ms. Gaye Brown for the many hours devoted to
making suggestions and editing this document.
Grateful appreciation is extended to former Innovation Team
members for their useful comments and willingness to give of their
time to respond to questions pertaining to their training. A
special note of thanks is also expressed to Ms. Mildred Johnston who
painstakingly gave of her time and energy to type the drafts and the
final document.
Finally, to my wife Charlotte and our son Bill, I extend sincere
thanks for the many sacrifices they made.
/(c) William R. Perry, Jr.
All Rights Reserved
1975
i
TABLE OF CONTENTS
Abstract
Acknowl edgmcn ts
Chapter
Page
I. INTRODUCTION
,
Problems in Urban Education
I
The Model Cities Effort 2
Objectives of the Model Cities Pilot School Project. I*
Purpose of the Study
^
Assumptions of the Study ; -j
Limitations of the Study 8
Organization of the Study g
II. SOME RELEVANT BACKGROUND ON THE BALTIMORE CITY
PUBLIC SCHOOLS 10
General Problems in the Baltimore City Public
Schools 10
Specific Problems in Schools in the Model Cities
Area 20
Summary 26
III. REVIEW OF THE LITERATURE 28
Introduction 28
Current Conditions 29
Historical Perspective of Schools 31
Schools as Organizations 33
Diffusion and Adoption Studies 3**
Conditions for Organizational Change 36
Systems Renewal in the Louisville Public Schools.... 37
Systems Renewal in Education: A Case Study of
the Washington, D.C. Innovation Team A2
A Descriptive Evaluation of Title I Staff
Development Activities for 1 967“ 68
Baltimore City Public Schools ^7
Summary
IV. TRAINING AND DEVELOPMENT OF THE INNOVATION TEAM . '. 50
I nt rr ‘notion 50
l itic i ’l-i for the Teaching and Learning Center
o.K the Innovation Team 50
Tin* 1 im Approach 5^
The Innovation Team as a Temporary System 55
56
57
Establishing the Innovation Team
The Methodology of Training
The Operation of the Program and Phases
of Development
First Year Innovation Team Activities
Summary
.
v * AN analysis of the effectiveness of the innovation
TEAM
Introduction
Deriving the Innovation Team Objectives
Questionnaire Construction and Administration
..
Results and Discussion of Teacher
Questionnaire Data
An Analysis of the Data in Terms of the
Participatory Change Model
Summary
VI. SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
Concluding Remarks
Recommendations
APPENDIX A - The Teachers' Assistants Training Program ..
APPENDIX B - The Baltimore Innovation Team's Third
Series of Workshops
APPENDIX C - A Questionnaire to Assess the Impact of
the Innovation Team on the Baltimore
Model Cities Pilot Schools
BIBLIOGRAPHY
67
76
80
.
86
86
87
88
92
117
120
121
122
125
129
142
154
164
J
LIST OF TABLES
Table DPage
I. Dropout Rate for City Schools by
City Total, Curriculum and Location
Relative to the MNA for 1 969
,
1970
and 1971 15
II. Iowa Test of Basic Skills Median of Grade
Equivalent Scores 18
III. Baltimore City Public Schools Median Net
Change in Grade Equivalents on the Iowa
Tests of Basic Skills Tested in April
1969 and April 1971 19
IV. Social Role of Schools as Derived from the
Type of Organization 35
V. Comparative Problems in the Louisville
Study 40
VI. Training for Personal Skills and Social
Objectives (Target- Innovati on Team) 58
VII. Training for Personal Skills and Social
Objectives (Target-Teachers) 59
VIII. Training for Cognitive Objectives
(Target- Innovation Team) 60
IX. Training for Cognitive Objectives
(Target-Teachers) 61
X. Developing and Designing Support in the
System for Social Objectives (Target-
Administration and Community 62
XI. Developing and Designing Support in the
System for Cognitive Objectives
(Target-Administration and Community) 63
XII. Phase I - Planning and Training 71
XIII. Phase II - Development of the Center and
its Program 73
XIV. Phase Ml - Innovation Team Operates on
its Own 75
XV. First V/orkshop Series 81
XVI. Second Workshop Series 82
XVII. Third V/orkshop Series 83
XV I I T . Monthly Summary of V/orkshop Participation 84
XIX. Objectives of the Baltimore Model Cities
Innovation Team 89
XX. Results from the Teacher Questionnaire 93
XXI. Summary of Responses to Question #10 107
XXII. Additional Responses to Question #33 1°8
XXI 11. Responses to Question #34 199
XXIV. Responses to Question ft 39 11°
XXV. Responses to Question #46 HI
XXVI
.
XXVII.
XXVII I
.
XXIX.
Responses to Question /M7
Responses to Question /Mg
Responses to Question #56
Responses to Part 8 of Question
'^57
H3
1 14
115
116
l-IST OF ILLUSTRATIONS
Figure
1. Dropouts By Cause (Baltimore City High Schools)
2. Dropouts By Cause (Baltimore MNA High Schools)
3- Innovation Team Services Flow ...
Page
12
13
79
/
ABSTRACT
The Use of Teachers as Change Agents: A Case Study
This study is an examination of a major attempt at educational
reform in the Baltimore City Public Schools. Recognizing the need
«r
%
for reform, the school system sought to initiate change in the area
of staff development by setting up the Model Cities Pilot Schools
Project. The major component of the Project was the Innovation Team
which was created as a vehicle for planned, continuous staff
revitalization. This dissertation is a documentation of the develop-
V
ment of the use of teachers, the Innovation Team members, as change
agents and an evaluation of the impact of the Team on the Pilot
Schools' staff.
The central purpose of the study is to examine and report the
effectiveness of the staff development thrusts of the Pilot Schools
Project. The instrument developed by Dr. Ronald Hambleton, et .al .
of the University of Massachusetts, was administered to the staff
of the Pilot Schools Project. The effectiveness of the Innovation
Team was then assessed by the completion of four major tasks:
1. Deriving the objectives of the Innovation Team;
2. Constructing a questionnaire designed to assess the
impact of the Team;
Administering the instrument to a sample of Model
Cities Pilot Schools teachers;
3 .
Ana, vzing and discussing the results of the questionnaire.
The questionnaire revealed a number of important facts and
evidenced support of the two undergirding assumptions of the study.
It was assumed that: I) teachers can perceive themselves as leaders
and instruments for change in themselves, their classrooms, their
school system, and in the lives of children they teach, 2) teachers
are able to recognize, reorganize, and utilize resources within
their own immediate environment, including their creative abilities.
In addition to rendering support to the above assumptions, the
data revealed the following:
1* The degree of teachers' participation in the activities
was a function of their involvement in the planning.
2 . Systems susceptible to change manifest a set of unique
characteristics which surface through the interaction
of two major components of the
. organ i za t ional setting -
personality and expectations.
3. A team approach should be developed as an antonomous
sub-system apart from traditional change mechanisms
within school systems.
A. The Innovation Team, functioning as internal change
agents, did have a positive effect on the targeted
staff and pupils.
The scope of this study is limited in that it only deals with
an examination of concentrated staff development activities impacting
six schools. There is, however, sufficient evidence of positive
changes made by the Innovation Team to warrant a recommendation for
using the team approach as a viable means for planned educational
change within major urban school systems.
iv
1CHAPTER
I
introduction
Area"° ^
ld
^
en 9 ro"ing up in the Model Neighborhood
C\Vv Llrtl °
° f Baltimore the ghetto of S?g
work oonnrf-
’ at an ear, Y age that school and
relev r
re neither interesting nor
t-h •
their lives. They know, better than all
cripplL them" ^
at ' ack of 1 Qood 1 education
'
r
-
Tl
?
eir h«'thy, physical development
s impai ed by malnutrition, poor living habits andinadequate medical and dental attention! They seethemselves growing up in institutional situations
especially school, as the underdeveloped, unrespected
ca ry
U" e
he
e
r
V
i
n9 lnt ° these^iiuations they'r a itage of degradation and abuse. Socialand economic help usually arrive in the form of someoppres s, on or further threat to pride, security and
freedom. ^ The Negro child or youth wants andneeds control of his piece of life's turf. Yet
virtually all of the circumstances of life vitiate themeans
. of control. Consequently, they concentrate on
exploiting the present day-by-day activities of
survival because there is no predictable future, butthey care very much about the future, even if thefuture seems or feels hopeless. In other words,
hopelessness and hope co-exist in various degrees and
ways. Unsurprisingly, they want money and security
and the status that comes from these things, but on
their own terms which relate to their values or
conception of 'the good life.' The framework of life
in Neighborhood Areas contains many positive values,
despite the prevalence of misery, want and human
decay." (Demonstration Cities and Metropolitan Act,
1966, Title I
)
Problems in Urban Education
Although there have been many attempts to improve the quality of
education for "disadvantaged children," as Cohen ( 1968, p. 38 ) noted,
these attempts have typically focused on organizational changes in
2the schools. A neglected area for research has to do with restruc-
turing the basic teaching process. It is in this area that one
might reasonably predict some positive changes in the quality of
education for "disadvantaged children." For example, Coleman ( 1 966)
reported that the quality of education for the "disadvantaged child"
was closely related to certain teacher characteristics. It was
determined that teachers of Black pupils are less verbally skilled
than teachers of white pupils, especially in the South, and teachers
of Black pupils have less verbal facility than the teachers of any
other minority group studied in the survey.
In the Coleman Report (1966), teacher traits were most
frequently discussed as having the greatest positive impact in
determining the kind of learning students acquire and, indeed, the
types of social behaviors students develop. This position is
supported by Bruner (i960) who contends that the teacher is an
immediate personal symbol of the educational process, one with whom
students can easily identify and compare themselves.
Since documented data substantiates the facts that urban
schools are failing to educate children and that teacher training,
when improved, can produce positive results, it would seem that one
of the important problems to deal with is training staff to teach
in urban schools.
The Model Cities Effort
The lack of education, which is an all-encompassing force felt
in the personal and societal lives of individuals, was of prime
3edocat.cn in many cases determines whether or not an individual w„,
be successful in obtaining employment, being sociaiiy accepted or
rejected, or being able to manage his personal and h •a business affairs
in a self-rewarding manner in =9 . In a personal sense, the individual who
lacks the basics of education is often the victim of unscrupulous
individuals and institutions which take advantage of him. | n today , s
complex world, the individual who cannot communicate and understand
what others are trying to communicate is a threatened and avoided
segment of society.
The Model Cities Pi lot Schools Project was designed and imple-
mented to deal with teacher attitudes, parental participation, and
institutional change as they each related to administrative attitudes
and policies concerning education. The Project was funded by the
Model Cities Agency at approximately one million dollars per year
with the Baltimore City Public Schools serving as a second party
contractor.
On June 27, 1969, the Project was launched and became
operational with the opening of school in September 1 969 . Each
Model Cities Council selected one elementary school within the
Council as a Pilot School. The total staffs of the selected
schools engaged in a six-week, summer staff planning and training
sess ion
.
The "Description of Scope and Content" of the Project Work
Program states:
of thf t h
t0 dcVelop 0 clc^r understandinge impac they, and their materials, have uponperformance. Opportunity must be provided for
educators
_ to be trained in human relations, group
In tt
S "’ ‘ nteraction analysis, and similar topicsso that they might be better equipped to detectthe differential impacts of their techniques and
materials on the measured performances of pupils."
The description states further that the staff of the schools
was to be retrained according to the needs identified and criteria'
set by the schools. The primary aim of the retraining was to
elevate pupil performance by improving the quality of a number of
environmental variables. Much of the training centered around the
creation of climates which enhance the teaching-learning process.
It is commonly accepted in education that a favorable learning
environment is most likely to be created by a teacher who is aware
of students' needs and interests; therefore, retraining included
experiences which sensitized teachers to pupils' needs and which
increased teachers' diagnostic skills. In preparing teachers to
meet the diagnosed needs and interests of students, the program
included retraining in the effective use of instructional methodology
and equipment. * Interwoven in the various aspects of the program was
an emphasis on making the instructional program responsive to
community needs.
Objectives of the Model Cities Pilot Schools Project
The goal of elevating pupil performance was approached via four
Source: First Action Year Work Program
5major program objectives; To es.abiish mode, ichooIs w
, t„
teachers who could provide rich environments by using new instruc-
tional methods, technology, new material*yy, . s, equipment and creative
ideas; 2. To train a central staff ac n
.
.
S 3 resou i*ce team" whose primary
function would be to aenerart* u q l.g era e behav.ors in teachers which would
'
faci change and to proWde a lia . son wUh commun . ty group^
.
resource peopie. etc; 3. To work with administrators in the schools
to produce decision-making systems involving teachers; and *. To
provide guidance to other schools after the Pilot Schools were
functioning by developing successful staff deveiopment programs in
each school and developing active school
-conmun i ty councils.
In order to achieve the four program objectives, a number of
mechanisms were implemented. Although the processes focused on
parent participation and improvement of pupil personnel services,
the priority was staff development.
The Teaching and Learning Center, the primary vehicle for
delivering staff development services, afforded teachers year-round
in-service training in curriculum development and instructional
methods through an on-the-job practicum; it provided in-service
training to aides; and promoted the basic design for an education
accountability model that was to be established.
Two additional project components complemented the operation of
the Center. First, an in-house consultant and training service was
developed. This operation utilized the trainers in the Center and
teachers who had completed workshop experiences for developing and
6irs
conducting systemwide training activities and thus reduced the
necess i ty for hiring outside consultants. The second component
trained a corps of substitute teachers who released staff teache,
to participate in activities of the Teaching and Learning Center.
In addition to teacher-tra in ing sessions, workshops were
conducted for administrative personnel, providing theoretical and
practical bases for various leadership skills.
The planning and implementation processes extended beyond staff
development into staff utilization. Models were developed for inno-
vative and effective use of teachers, pupil personnel teams, aides,
and administrators. Furthermore, a viable mechanism for continuing
meaningful citizen participation was constructed.
Purpose of the Study
The purpose of this study was to examine and to report on the
effectiveness of the staff development thrusts of the Pilot Schools
Project. The study centered on an effort to train a team of teachers
to function as in-house trainers of the Project's instructional
staff. Overall, the study involved three major parts, the first
being a review of major literature pertaining to staff renewal
efforts and planned organizational changes in public schools. This
step was essential because it placed staff development within the
context of organization development which has a direct relationship
to the concept of teachers as change agents. The second major part
involved determining the effectiveness of the ongoing staff develop-
ment effort in the Baltimore Model Cities Pilot Schools, as
7conducted by teachers as interna, change agents. Sp.clflc.11y,
through an anaiysis of the innovation Team's deve.opment, the study
i dent i f i ed the change theory utiiized and ana.yzed the strengths
and weaknesses of the app, ied theory, identified the Team sobers'
perceptions of their in-service delivery effectiveness and their •
impact on the system as change agents, and identified the successfui
features of using the tea. approach for training in-house change '
agents. Finally, some consideration was given to generalizations
and projections for teaming as an effective means for staff
revitalization. Specifically, through an analysis of the in-service
activities, the study assessed the overall validity of using this
process as a mechanism for continued professional growth, identified
where possible, sub-components of the model that seemed to have
significant features in need of replication, and assessed the impact
of the Innovation Team on the teachers in the six Baltimore Model
Cities Pi lot Schools
.
Assumptions of the Study
The source' of the study was dependent on two assumptions.
First, it was assumed that teachers can perceive themselves as
leaders and instruments for change in themselves, their classrooms,
their school system, and in the lives of the children they teach.
The nature of the training process, whether directive or non-
directive, requires teachers to manifest behavior such as
motivating, guiding and organizing, which are leadership behaviors.
The individual variant is only the degree to which teachers
8perceive themselves as leaders and change agents.
The second assumption was that teachers are able to recognize,
reorganize and utilize resources within their own immediate environ-
ment, including their own creative capabilities. The gross shortage
of teaching materials as well as individual creativity has resulted
m resourceful and ingenious creation and utilization of materials.
Limitations of the Study
Because of the lack of experimental and statistical controls on
the study, it is impossible to pinpoint precisely the specific
factors contributing to the success of the program. However, this
limitation is inherent in nearly all studies of this sort and is not
easily overcome since to do so requires imposing conditions on the
program which are confining and restrictive and hinder the ongoing
improvement of a program.
Furthermore, the evaluative questionnaire data were gathered
after the Project had ended. At this point, teachers were informed
that their participation was on a voluntary basis. Hence, the
return ratio (46%) was lower than desirable and not necessarily
representative of the total number of teachers.
A third important limitation is the fact that this study was
based on the organizational pattern of the Baltimore City Public
School system prior to July 1, 1973- Since that time the system has
undergone a dramatic organizational change which has brought about
a reduction in forces mitigating against change. The implications
of the study must be adjusted to fit the current organizational
9dynamics.
Organi zat ion of the s MiHy
T».
, h
,
,Mo nv<^
,
r""-
Cl«, ,»„<Schools with particular references t-o f *o factors such as overcrowding,
ropout, and achievement, as well as staffn preparation, parent
involvement, and service delivery all «f u- k"ver , o which affect pupil and '
teacher performance.
Chapter is organized around three areas: An examination of
cond i t ions in the Baltimore schoois, an historica, perspective of
schoois, and a focus on changes in the roie of schoois as organiza-
t ions.
Chapter IV describes in detai
, the training and develops of
the innovation Team and presents information on the operation of the
Innovation Team in relationship to organizational change theory and
strategi es
.
Chapter V includes information that pertains to the evaluative
study designed to determine the impact of the Innovation Team on the
teachers in the? Pilot schools.
Chapter VI contains a summary of the study, a presentation of
the conclusions based on the data analyzed, and general and specific
recommendations derived from the study.
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CHAPTER 1 I
SOME RELEVANT BACKGROUND ON THE BALTIMORE CITY PUBLIC SCHOOLS
This chapter includes a discussion of general problems in the
Baltimore City Public Schools and specific problems related to pupil
achievement and dropout rates found in the Model Cities Areas. In
addition, specific problems centering on staff preparation, parent
involvement, and service delivery are discussed.
General Problems in Baltimore City Public Schools
Educational conditions in the Model Neighborhood Area (MNA) of
Baltimore were considered in light of three significant factors: over-
crowding, dropout, and achievement. These factors significantly affect
teacher and pupil performance and are thus likely to affect a teacher
retraining effort.
One of the pertinent factors in examining educational conditions
in the MNA is to determine if schools are overcrowded. This can be done
by a comparison of net enrollment per school as compared to the plant
capacity of the school, using the criterion that overcrowding occurs
whenever the net enrollment exceeds the plant capacity by 10% or more.
In 1968, of the 30 elementary schools in the MNA, 21 or 54% of these
schools were overcrowded; in 1969, 24 or 56 % of these schools were over-
crowded; while in 1970
, 53% of the elementary schools were overcrowded.
Part of the minor decrease in 1970 can be attributed to the general
student population decrease and school construction just outside the
MNA. It is sufficient to say that overcrowding is a factor facing
many teachers in MNA.
Another fetor whi ch reflects the educational
BaUirore " We "' aS th£
*» i. the dropout ram
In9 iS the ° ffiCia
' reasons for withdrawal which a re
sidered to be the principal reasons for withdrawal which are
cons t o be the principal reasons for "dropout" or "put-out":
1
• Over 1 6 years of age
2 . Institutionalized
3. Marriage
Entered Armed Services
5. Certified no need for more schooling
6. Whereabouts unknown
Figures I and on Pages 12 and 1 3
.
place these various causes into
perspective for the City and MNA.
The frequency distribution of the causes for dropouts (see
Figures I and II) for both City and MNA are very similar, suggesting
that the majority of students who become dropouts do so for similar
reasons, regardless of their geographical location or residence.
Figure I indicates a decline in city-wide dropouts in 1970 and 1971.
Also, a comparison of Figure I and Figure II indicates a similar
trend in the MNA high schools. However, there is a significantly
greater decline in the dropout rate between 1 969 and 1371.
The dropout rate for all Baltimore City high schools has remained
relatively stable. However, when categorized by curriculum or
geographical location (see Table 1) the following trends are clear:
1. Special Curriculum and Genera] Vocational (SCGV)
Humber
of
Drop-outs'
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Schools have experienced a large increase rate of
^3.18% in their dropout rates from 1 969 - 1970, and
a smaller increase rate of 18. 8% in their popula-
tion base.
2. There has been a slight decrease in the dropout
rate for high schools from 1969 to 1970 even
though their population has increased slightly.
3* There has been a decrease in the dropout rate from
1967-1970 for those schools located two or more
miles from the Model Neighborhood Area (MNA) and
all schools "within and adjacent" to the MNA.
4. There has been a substantial increase in the drop-
out rate for those schools located one to two
miles from the Model Neighborhood Area (MNA) over
the same time period.
5. Those schools in or near the MNA have the highest
dropout rate.
6. Of the three types of curriculum in the high
schools, the special curriculum and general
vocational have the lowest dropout rates; the
academic has the second lowest rate; the
technical vocational curriculum has the highest
dropout rate.
7. The farther one goes from the MNA, the lower the
dropout rate.
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It is informative to note that most of the special curriculum
high schools are either in or very near the MNA, that two of the
three techn i ca 1
-vocat iona 1 schools are either within or near the MNA
and that only one academic high school is within or adjacent to the
MNA.
The data indicated the seriousness of the dropout rates,
especially in the Model Cities neighborhood. However, the official
listing of causes for dropouts does not speak to the fact that not
every pupil over 16 years of age drops out of school so there must
logically be some underlying causes that determine why some 16 year
olds drop out. Some relevant data on these underlying causes can be
found in Children Out of School in America: A Report By the Children's
Defense Fund . This study reports that the largest single reason
given by pupils for being out of school was "they did not like school."
The researchers probed deeper, recognizing that this response masks
many of the real reasons for dropping out. They determined that:
"Children may not like school if they cannot read
well and are not given appropriate instruction or
materials in school. They may not like school if
they are of average intelligence but are incorrect-
ly labeled and placed in a special class for slow
learners. They may not like school if they cannot
afford to eat with their friends in the school
cafeteria, or pay for text books, or if teachers
and school officials convey to them that they are
not welcomed in the school or are not expected to
learn as well as other children. Not liking
school may be the child's words, but it is the
policies and practices of schools that provoke
them. If the ultimate decision to leave school is
the ch i 1
d
1
s, schoo 1 officials must share the
responsibility for allowing school to be such an
unbearable place."
17
With this conclusion that school officials bear some of the burden
for dropouts, the researchers made several recommendations for
ameliorating the situation, one of which was that
diversified curriculum and modes of teaching must
be adopted. Schools must recognize that not all
children fit into a single mold. They must attempt
to provide interesting and flexible curricula and
teaching approaches to meet the human variations
among their charges.... State departments of educa-
tion and the federal government should recognize
these needs and alter tine i r funding patterns
appropriately to make funds available for the design,
demonstration, and technical assistance to local
school districts to implement more alternative
programs in public schools."
In summary, the relationship of curriculum development to drop
out rate is clear. And this argument lends credence to a teacher
retraining effort aimed at curriculum development as an effort of
consummate importance in inner city schools.
Another serious aspect of the urban education problem is the
level of reading performance or achievement in the elementary schools.
Table I I presents the composite grade equivalent median scores
achieved in the Baltimore Schools for the years 1 969 and 1970 as
compared to "large city" compos i te med i an s for 1970. Baltimore has
considerably lower medians than the "large cities" in every grade.
Nevertheless, there has been a very slight, but significant increase
in the composite median in grades 3> 4, and 5 in Baltimore. The
medians for grades 3 to 6 for Baltimore and large cities are presented
in Table Ml. Only 25*5% of the third graders had a median of 3-0 or
greater; 26.3% of the fourth graders had a median of 4.0 or greater;
29-7% of the fifth graders had a median of 5*0 or greater; and 35*6%
TABLE I I
IOWA TESTS OF BASIC SKILLS
MEDIAN OF GRADE EQUIVALENT SCORES
LARGE CITIES BALTIMORE
GRADE 1970 1969 1970 1971 1972
3 3-5 2.5 2.7 2.7 2.7
4 4.5 3.4 3.4 3.5 3.5
5 5.5 4.4 4.4 4.5 4.5
6 6.5 5.6 5.6 5.4 5.4
Source: Division of Research arid Development
Baltimore City Public Schools
19
TABLE I ! I
BALTIMORE CITY PUBLIC SCHOOLS MEDIAN NET CHANGE IN GRADE
EQUIVALENTS ON THE IOWA TESTS OF BASIC SKILLS
TESTED IN APRIL, 1969 AND APRIL, 1971
Median Gain in Grade Equivalents in Months During 1969-70
GRADES READING COMPREHENSION COMPOSITE SCORE
A 6-7 months 7-8 months
5 10-11 months 9-10 months
6 10-11 months 10-11 months
7 6-7 months 7-8 months
8 7-8 months 8-9 months
9 5-6 months 6-7 months
Note: Each child in the Baltimore City Public Schools who participated
in the Iowa Test of Basic Skills in 1969 and in 1970 had his
scores for the two years compared to determine his net change in
the remaining comprehension score and in the composite scores.
The net changes for all the students in a grade were grouped
by the amount of change in increments of one month and the
median change was determined from the grouping.
Source: Division of Research and Development
Baltimore City Public Schools
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of the sixth graders had a median of 6.0 or greater.
The median net change (1969-1971) in grade equivalents for the
Baltimore City Schools is summarized in Table III.
Specific Problems of Schools in the Model Cities Area
The process of education in the MNA schools of Baltimore may be
characterized as being deficient, when it is compared to more affluent
areas. Silberman supports the idea that inner city children come to
school with not only a deficiency in experiences, but they enter a
school environment with a deficiency in their expectations. Michael
Katz provides an accurate description of such schools:
"...they are imperial institutions designed to do
something to poor children, especially now, chil-
dren who are black or brown. Their main purpose
is to make these children orderly, industrious,
law-abiding and respectful of authority" (Katz,
1971, p. 17).
In addition to the three factors - overcrowding, dropout and
achievement - considered by the Model Cities Agency, the implementors
of the Pilot Schools Project viewed the curriculum utilized by the
students as a significant factor creating educational deficiency.
Much of what these students are exposed to has no relationship to
their future working or personal lives. Also, the public schools as
presently constituted are not attuned to the demands, needs, and
desires of Blacks who comprise the majority or the total population
of schools serving MNA children. Thus, the MNA children, in many
instances, become disgusted and disinterested, and often become
contributors to dropout statistics as suggested previously. This
process commences as soon as children enter school, whether it be
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early admissions, kindergarten, or first grade.
Teachers of the MNA are faced with the problem of insufficient
preparation to meet the needs of urban inner city students. The
typical curriculum of educational colleges is geared toward white,
middle-class values. Thus, these educational institutions produce*
new instructors who are prepared to teach white, middle-class children
and by and large are almost totally unprepared to deal with urban *
children, particularly Black urban children of the inner city. The
U.S. Commission on Civil Rights revealed that more probationary
teachers were found in the nearly all Black schools than in the nearly
all white schools, and that a greater proportion of substitute
teachers were found in the nearly all Black schools. The Commission
reports that Black students were more likely than white students to *
have teachers with lower verbal achievement levels (1965, pp. 92-102).
Thus many teachers come to MNA schools with inadequate prepara-
tion and wide-spread verbal aptitude deficiences; in short they are
professionally unprepared to meet the needs of MNA students. In
addition, based on the high number of transfer requests from MNA
schools, one can reasonably conclude that many teachers in the MNA
resent teaching in the MNA area and it is logical to suppose that the
children become the victims of this resentment. The teachers fail to
motivate their students, or respect and accept them as fellow humans.
They "...usually impose their newly-acquired, middle-class values of
dress, speech, and attitudes on students without considering the
background or life style of the students they teach." Wilcox (1973).
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There is also an extreme shortage of relevant instructional
material s and supplies in the MNA schools and teachers who work under
these conditions are at a distinct disadvantage. And in addition to
all these problems, teachers must deal with a highly mobile student
body, complicating the management of the teaching learning process.
Problems of this nature prompted the Project staff to seek
creative solutions and preventative measures to reduce mitigating '
circumstances impinging upon the extent of success experienced by
youngsters attending the Model Cities Pilot Schools, by working with
MNA teachers. Furthermore, the staff of the Model Cities Pilot
Schools spent considerable time isolating and describing the factors
believed to be influential in producing and creating consistently low
student achievement levels. The following factors were enumerated *
from experiences and convictions, not merely from citing literature
and the opinions of society.
There is a disproportionately high truancy rate and absenteeism
rate for pupils in the Model Neighborhood Area . It is blatantly clear
that if students are not in school, the school, whether good or bad,
has little influence. Absenteeism and truancy rates are very good
indicators of failure. They indicate a lack of interest and
motivation, and are social problems of the school. Assuming that
environment influences people's lives, these environmental factors
then can be considered causes of failure. Students not in school
cannot be taught the school program. Their sporadic school atten-
dance behavior affects the teacher and the other pupils in the class.
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It exists as a daily reminder of the inadequacy of the educational
system for meeting their needs and for placing appropriate personal
and social demands on them for achievement. It was therefore, the
point of view of the Model Cities Pilot Schools Project that
attendance rates should be viewed as a definite factor which affects
performance and success of students. As a result, the Project
emphasized ways and means of inducing a positive change in this
factor.
Inadequate staff preparation for the processes of teaching and
school ing which match the needs, learning styles, or social situations
of the 31ack and/or inner city pupil . Wilcox elaborates upon the fact,
often unaccepted and unrecognized, that the background, culture, and
school -acqu i red education of a person shapes, almost irrevocably, his
inner processes toward learning, achievement, and class performance.
Many teachers and staff members, by virtue of their own success and
upward mobility, are hamstrung by their own class values. This is not
to say that these values may not be appropriate for them, or that
some of them may be those toward which inner city children will move;
but their application, when given as the rules of living and the
guidelines by which the whole person is measured or valued, is
detrimental to the development of a given indiviudal's maximum
potential. A teacher who values and subtly regards only the child
who achieves within his or her value system is destroying, without
sometimes recognizing it, the very capacity of the pupil to
accomplish that which is valued the most. Teachers, in general, have
2*»
i on
not been educated for urban reality. The gap between their educati,
and the reality of the "ghetto" and the poor world is enormous. Katz
establishes that the color or race of a teacher is influential with
the child; but the teacher's education, class, expectancies, philosophy
of learning and education is equally important. It is mandatory that
the system of education itself assume responsibility for molding and
affecting not only its natural students, the children, but also for
influencing its older students, the teachers and administrators who
must also continue to learn.
Absence of parent involvement. This factor again may be regarded
by some as a possible cause, while others may regard it as an indicator
of failure, and one's point of view.on this issue is significant. If
parent involvement is regarded as an indicator, it is easily accepted
as a given leading to the conclusion that where parents are not
involved, children do not succeed. If on the other hand it is seen as
a possible cause, the assumption becomes that commitment and system-
atic effort may manipulate the factor and consequently the success of
the child. The motivation of the middle class child comes in part
from his home where education is valued and the school is not a fear-
some institution. In the inner city, the school is also a symbol to
parents, a symbol of their own failure; if they did not succeed in
school or if they did not have access to school, there is reinforce-
ment of failure if their child does not like school or cannot adapt
to it. Again, does one regard this fact as a given to be cited as
evidence of the failure of inner city schools? Or, does one assume
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that resourceful, intelligent humans can work as symbols of hope and
view the school as a place where all come together to learn and grow?
It seemed possible, in view of this Project's philosophy, to work
specifically and consistently toward a more humane and effective
school reaching out to parents instead of excluding them and not
viewing their absence as an indicator that children will not learn.
The 1 a ck
_
o f mode ls and patterns for delivery of services related
to educational accompl ishments of the community and parents
. The
deficiency of models for delivery of community related services
demands development of new approaches. Schools are not structured or
organized to deal with the factors listed above, and a model for
providing service to the whole life of the child is practically non -
exi s tent
.
For example, to reduce the truancy and absenteeism, there must
be mechanisms for finding out why children are absent: are their
problems physical, social or academic? There must also be mechanisms
for channeling this information to parents, school personnel, and
service agencies to assist in the correction of the problem. The
Children's Defense Fund Report referred to previously is a beginning
but to date large educational institutions have not adopted the
recommendat ions.
The pupil personnel services usually delivered in a system may
be adequate for middle class communities where parents are oriented
to use such services. In the inner city, there must not only be the
services, but motivation and knowledge generated to the parents to
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seek and use such services. The services must be delivered to the
whole family in the context of the school, not just in terms of
specialty. Poverty and racism have their own cultural and behavioral
characteristics. It must be the avowed, aim of pupil personnel and
community services to understand the dimensions of racism and poverty
and work from a point of view that does not reinforce the old,
traditional polarizations.
Summary
From the foregoing it is clear that the Baltimore Model Neighbor-
hood Area schools suffer problems inherent in most inner city schools
in large, urban centers. In spite of the slight decrease in student
\
population and additional school construction in surrounding areas,
over one-half of the schools are overcrowded. Furthermore, the
schools in or near the MNA have the highest dropout rates. The dilemma
of the schools is compounded by the fact that the reading achievement
levels are low.
In addition to these problems, other specific problems were
identified as areas requiring concentrated attention in the Model
Cities Pilot Schools. One problem cited was the unrealistic curricu-
lum which at various points ignores or denigrates the values, life
style and expectations of poor and/or Black children. The inappropri-
ateness of the curriculum is exacerbated by the fact that the teaching
staff is not adequately prepared by society or by teacher education
institutions to meet the social and educational needs of the Black and
or inner city student. The absence of parent involvement and the lack of
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effective models for delivering education - related services to
parents and community are two closely linked problems also identified
in the Mode, Cities Schools. The identification of the problems
provided the framework for developing the Project's objectives. The
focus of the Project, uti, icing teachers as change agents in creating
a healthy organizational climate in which a series of scheduled
stones were projected as the means to problem reduction, will be
described In Chapter [V.
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CHAPTER I I I
REVIEW OF THE LITERATURE
I nt roduct i on
In the previous chapter, problems 'in urban education were
telescoped" from city-at-large to the Model Cities Area. Some of
the problems identified as targets for the Model Cities Pilot
Schools Project involved staff - both preparation for working with”
poor and/or Black students and available teaching materials. In
essence, the area of concern was staff development.
This chapter is designed to present a review of the literature
related to inservice education.^ This review is concerned with those
studies directed toward planned organizational change, with special
reference to impact on the implementation of organizational innovations.
Planned organizational change has become essential, as supported by
Golembiewski (1972):
",.»the thrust of contemporary history can be
characterized by a related set of words: change,
revolution, turmoil, rootlessness, and so on. In
effect, almost as much has happened in the past
50 years of man's history as happened in all of
his earlier history. The pace of happening is
implicit in one fact. There have been approximately
800 lifetimes of 62 years each in the past 50,000
years. Of these 800 human lifetimes, some 650
were spent in caves. Of these 800 human lifetimes,
also one or at most two have been spent with blood
transfusions, air conditions, first generation
mass transportat ion . . .and formal education that
extends beyond some small elite."
It follows that the pedagogic failure of urban schools must not
be blamed on this nation's incapacity to make great strides in human
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endeavors, but rather or, the failure of educators to design and
implement educational programs for practicing educators, imbued
primarily with concern for human interaction and sensitive to human
needs. The outline of the chapter is as follows:
“ Current Conditions
" Historical Perspective of Schools
Schools as Organizations
Diffusion and Adoption Studies
- Conditions for Organizational Change
Systems Renewal in the Louisville Public Schools
Systems Renewal in Education: A Case Study of the
Washington, D. C. Innovation Team
- A Descriptive Evaluation of Title I Staff Develop-
ment Activities for 1967 -68
,
Baltimore City Public
Schools (Scientific Resources, Inc.)
- Summary
Current Conditions
Within the past two decades we have witnessed the urban schools
become increasingly populated with students for whom traditional public
schools have become grossly inadequate. These students come to school
i th differing life styles and a different set of values from those the
schools expect and are prepared to accept and use as rudiments for
constructing meaningful in-school experiences (Waller 1965, p. 48).
In order for schools to deliver services traditionally expected of them
to the present urban clientele, it is imperative that schools change
their expectations, curriculum, style of teaching, and interaction with
w
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students. Few atte.pt* to improve services have proved successfui.
Consequently, students continue to be alienated by the very systems
which Cairn to serve them. Evidence of this alienation can be found
throughout the literature on urban education (Silberman, 1970
, pp . I2 .
38),
The failure of urban schools to adapt to the unique needs and
interests of a changed clientele can be attributed to the schools'
'
unresponsiveness to poverty and racism (Gordy, 1973, pp. 6- 9 ).
Browdy (1972, p. 22 ) identifies the causes of this unresponsiveness:
"First came bureaucratic rigidity. The establish-
ment s arterial system was complicated and hardened:it was impossible for anything innovative to
circulate. within the system even after it had beeninjected into it... Second on the list was middle-
class bias, a brew made up of WASP mentality, Puritan
ethnic, and capitalistic economics, laced with out-
side portions of stupidity and hypocrisy. Third was
a lack of. sensitivity and intelligence among teachers
and administrators. They were portrayed as time-serving
tenured civil servants of low academic quality seeking
to rise above their lower middle-class origins. Fourth
was what Mr. Silberman referred to as the 'mindlessness'
of teacher-training institutions and the professors of
education .
"
Another cause of failure is considered to be educators' unwill-
ingness to take on new behaviors. Ben Harris (1966, pp. 258-259)
reports, "Our basic modes of operation as professional practitioners
are rooted in old habits, traditions, techniques, skills, values, and
interests. When trying to change these modes of operation, even in
part one is challenging the person as an integrated being, to change
what he is and become a substantially "different person." However, if
significant changes are to be made in urban education, in-service
education for human change is critical.
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In many instances the very opposite seems to be the case.
Fenton and Ford (
1
967 ) report:
"During the summer of 1965, the United States govern-
ment spent about 32 million dollars to send teachers
to 594 summer institutes under provisions of Title IX
of the National Defense Education Act ... another 32
million has been appropriated for the summer of 1966;the appropriation will probably be doubled for the
fol lowi ng year . Vet some university professors called
upon to direct and staff summer institutes know
surprisingly little about the needs of teachers...
(especially teachers from urban schools). To have an
increased impact upon the schools, they must learn
more and learn it quickly."
Silberman (1973), pp. 278-279) cites in-service courses for
human change when he reports on in-service education in England. He
also reports on the importance of interaction between teachers, yet
stresses that it is a rare instance to discover in-service programs
which stress human interactions between urban teachers. Silberman
(1970, pp. 320-321) contends:
"Reform of the public schools thus needs to be tied
to drastic changes in both in-service and pre-service
teacher education. ...in order to free the child, it
is necessary to free the teacher."
Historical Perspective of Schools
Von Til (1967, p. 131) determined that the American Public School
is "one of the' most creative of all American social developments --
universal public education. Until today it is almost a totally
idiosyncratic phenomenon. Perhaps its uniqueness lies in the very
nature of the genesis of America."
Religion was the prime incentive for the development of schools
in the early 17th Century. The Quaker, Catholic, Anglican and Puritan
colonists established and controlled schools. Educational historians
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Butts and Cremin (1953, p. 98) point out that:
lV.l"S
hlS
,
rel
' gr °us ~educat
• onal diversity inhibitedthe development of a strong colonial educational
system under English civil control and thereby
provided the opportunity for distinctively Americanideas to develop."
The very first schools were conceived to perpetuate a Puritan
theology in a society in which the central social structures were the
church and family (Von Til, 1971, pp. 130-135). When major decisions
were made, the church prevailed. However, by the 18th century, the
colonial legislatures began to transfer the control of schools to
local districts. It is worth noting that, as early as the 1 8th
century, decentralization served as a means for providing for divei
—
sity. It was during this period of time that public schools or the
common school was established. Vasser (1965, p. 89) reports that the
common school was organized and governed on a county basis, publicly
funded and provided an education for "free" American youth of both
sexes.
From its inception, public education in America was not designed
to provide for Blacks, although there was a prevailing opinion that
the public schools would help to alleviate our society's violence to
humans. Horace Mann believed tht "once public schools were established,
no evil could reset their salutory influence." He also believed that
"universal education could be the great equalizer of human conditions,
the balance wheel of the social machinery and the creator of wealth"
Thayer and Levit (1966, p. 6).
Michael Katz (1970, pp. 7“ 1 5 ) takes a more indicting posture as he
writes about the development of class, bureaucracy and schools. He
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described the American educational system as being "universal,- tax-
supported, free, bureaucratically organized, class biased and racist."
Specifically he states ( 1970
,
p. 7 ), "by 1800 the basic structure of
American education has been fixed, and it has not been fundamentally
altered since that time."
While the underpinnings of public education were being established
in America, there were very few considerations for Blacks. "There had
been some scattered interest in educating the Negro during the colonial
and early national periods, but for the most part the slave of the
'cotton' South had been systematically deprived and denied the benefits
of education, often by law, since a slave was seen as mere property to
be used as necessary for personal gain" (Von Til, 1971 , P* 1 ** 3 ).
Historically, there has been and continues to exist overt exclusion of
Blacks from educational opportunities.
Schools as Organizations
The typical school in our early history was the one-room, one-
teacher school. It remained typical in the rural regions which domi-
%
nated the American scene throughout the 19th century. However, as the
population of the country increased, the size, function, and purposes
of the schools did likewise. Management of these institutions became
more complex. Campbell, Cunningham, and McPhee (1963, PP* l" 6 ) report,
"increased knowledge about schools and new demands on society combined
I
to push schools into taking on more functions." To expand
size and
function requires a more complex organizational structure.
The rapid shift from an agrarian society to a highly
complex
industrial system necessitated different responses to
the operation of
3 *»
pub.ic schools. Schools thus began to structurally resemb,e their
present day counterparts in industry. This restructuring led to a
more formal type organization. Table IV presents a summary of Katz's
(1970, pp. 70- 8 I) perception of organization types. From a perspec-
tive of historical development, Katz maintains that the social role
of a particular system is derived from the type of school organiza-
tion. However, it is possible to consider the contemporary organiza-
tion and relate it to its antecedent.
Schein (1969, p. 9) defines an organization as being “...the
rational coordination of activities of a number of people for the
achievement of some common explicit purposes or goal, through division
of labor 11 and Lawrence and Lorsch (19.69, pp. 2-3) define an organiza-
tion as "the coordination of different activities of individual
contributors to carry out planned transactions with the environment."
Both definitions contain the concepts of coordination of effort:
achieving some common gaol or purpose through the coordination of
activities, division of labor, and the need for a hierarchy of authority.
However, Lawrence and Lorsch (1969, pp. 9-22) place special emphasis
upon "organizational development."
Diffusion and Adoption Studies
Diffusion and adoption studies have received wide attention over
the past few years (Katz et_ a_l_, 1963: Leonberger, 1964) . Rogers (1967)
reviewed 506 studies in anthropology, rural sociology and educational
and medical technology. They were categorized as follows: stages
individuals go through in the adoption, process, characteristics of
innovations and their rate of adoption, attributes of early and late
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TABLE IV
SOCIAL ROLE OF SCHOOLS
AS DERIVED FROM THE TYPE OF ORGANIZATION
Typo of Organization Social Role Contemporary Movement
Paternalistic Volun-
tarism
Democratic Localism
Corporate
Incipient Bureau-
cracy
Saw education leading
and shaping moral
opinion, standardiza-
tion of institutions,
practices and culture
P 1 ura 1 i st i c; 1 i ber-
tarian vision; no
control over opinion
P 1 ural i st i c; liber-
tarian vision; no
control over opinion
Saw education leading
and shaping moral
opinion; standardiza-
tion of institutions,
practices and culture
School board consis-
ting of small number
of leading citizens
appointed by the
Mayor
Community control
(Ocean Hill-Browns-
vi 1 1 e) ; deci s i on-
making at local
level
Competing private
insti tutions--Jencks
voucher system
Technological innova-
tions in education;
computer assisted
instruction; seeks to
make change within
existing structure;
advocates educational
parks for economical
reasons; stresses
efficiency and
improved educational
cost benef i t ratio;
emphasizes profession-
al I sm and the creation
of new specialist roles
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adopters, influence of opinion leaders on the flow of ideas, and the
role of change agents.
Rogers proposes a model in which there are five identifiable
stages in the adoption process; awareness, interest, trial, evaluation
and adoption. The unmodified use of this model in schools is question-
able In that it does not determine the success or failure of the imple-
mentation of an innovation. A basic assumption is that during any of
the intermediate stages the individual is free to discontinue the
innovation, as assumption that does not apply to educational innovations.
The Rogers model is directed toward the adoption of simple tech-
nological innovations by individuals. Many educational innovations do
not lend themselves to small-sccile implementation. However, Rogers
generalizes that before any innovation can have a high adoption rate, it
must be of proven quality and value, its effects should be easily
demonstrable and there must be a free flow of information about it.
Furthermore, its cost must be within reason and the innovation must be
easily accessible to the adopter.
Conditions for Organizational Change
Some studies on organizational change consider historical conditions
that may influence the effectiveness of a planned change. Greiner
examined data from a major complex in which Managerial Grid training was
utilized to improve decision-making mechanisms of 800 managers. His
analysis points out that historical and unplanned forces played a major
role in determing the organizational climate and giving impetus to the
programs of planned change. Greiner (1963, pp. 5
1
“ 85 ) concludes.
"...that future researchers and change agents need to
give greater weight to historical determinants of
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change with special emphasis being attached to thedevelop, ng reiationship between anVganiza ion nd
,ts en v i ronmen t . It is within this historical anddeveloprental context that we may be able to explain
succL
r
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'Panned' change program maycceed ,n one organization but not in another.
Y
hiStor.cal events establish important pre-condi tions
^ hout^hese
the UUi
r
te 6ffeCt ° f Grid ‘r.lnl™W.t out the prior conditions, external pressureinternal tension, outside expertise, it is entirely
atTigrla
Grid tra ' nin9 mi 9ht have been a 'flop'
Tannenbaum (1956, p. k~!) supports Greiner's contention that a
change agent with perceived high prestige and expertise is more likely
to be successful in promoting change than one without these character-
istics. Other studies concur with the notion that effective change
appears to be the consequence of the introduction of an outside change
agent at the managerial level (Holland and Weiss, 1951, pp . 635-650)
.
Systems Renewal in the Louisville Public Schools
Doll, Love and Levine (1973) report on the implementation of planned
change in the Louisville Public Schools as the "only large U.S. public
school system which has attempted a 'critical mass' effort of this sort
so systematically." The Louisville story involves intensive planning,
concentrated training, and use of diffusion and adoption concepts.
The Louisville model was initiated in a select group of schools --
Project Focus (elementary and secondary level) and Project Impact
(secondary level). Doll, Love and Levine list the concepts found in
Project Focus as follows:
"Teachers were put into teams of eight members consisting
of one coordinating teacher, one 'regular' teacher, four
Teacher Corps interns, and two paraproPess i onal s . The
teams worked with 'family' groupings of from 100-200
students, providing a student/adult ratio ranging roughly
from 25-1 to 12:1. Because of the lessened student/adult
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ratio, members of the team presumably would have an
opportunity to gear instruction to each student's
interests and needs.
There was an attempt to provide planning time so that
team members would be able to develop curriculum
approaches, identify the individual learning problems
of various students and plan work for the diagnosed
needs. Most of the meeting times were to be after
school, but flexibility allowing for some day meetings
was built in.
Scheduling of the school day in Project Focus class-
rooms was flexible in accordance with the decisions of
the teaching teams, in order to provide opportunities
for students to follow their own 'instinctive learning
needs (sic) and also to give the staff more opportunity
to guide the 'instructional searchers' of the child.
Students were expected to move at their own pace within
and between families. The role of the teacher was
envisioned as changing from that of a 'teacher' to that
of a ' faci 1 i tator
.
1
It was anticipated that each Focus school eventually
would be governed by a 'miniboard' composed of parents,
teachers, and pupils. There was to be close parental
involvement related to program planning and curriculum
changes 'as needs arise.' The plan further stipulated
that in the final analysis, if pupils and parents in
project schools do not conclude that the programs are
an improvement, the projects will be discontinued or
modified to suit the satisfaction of the communities
served."
Project Impact relied on the same fundamental organizational
concepts as Project Focus. The major differences centered on the
organization and staffing of the "families." Senior high teachers were
grouped into subject matter blocks and given the option of teaming or
not teaming.
All staff members of the 14 target schools were given an option
relative to requesting transfers prior to initiating the change effort.
Doll, Love and Levine note that "if you drastically change the framework,
philosophy and responsibilities of an ongoing social system without
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allowing for 'escape' by those not comfortable with the change, you are
building in possibilities for covert, if not overt, subversion."
The school system's Division of Research provided leadership in
concepts of process, planning and evaluation. It is reported that most
of the current new trends, such as "behavioral objectives, process
evaluation, management by objectives, formative and summative evaluation,
criterion referenced testing, etc..." were in evidence in the school
district.
Attempts at system renewal in Louisville conform to the diffusion,
adoption model. Ideas adopted in the original ]k schools were diffused
throughout the district. It is interesting to note that the need for
change and the change process were determined by a very few persons.
When the new Superintendent arrived on the scene in 1 969 he was granted-v
a free hand in instituting change. His first year of employment was
devoted to setting about establishing a support basis. It is reported
that one of his first acts "...was to equip his car with a telephone
and literally close his office so that he could spend most of his time
the first year actually in the schools."
Doll, Love and Levine note a change in problems from their report
in 1971 to 1973. Table V presents a summary of the early problems in
1971 and the later problems in 1973 *
Doll, Love and Levine raise a set of questions to which they claim
urban educators should give careful attention prior to embarking on
major efforts to improve instruction in the schools.
1. To what extent do you have to go through every stage in
the process to change yourself?
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TABLE V
COMPARATIVE PROBLEMS IN THE LOUISVILLE STUDY
Early Problems (1971) Later Problems ( 1973)
Friction within teams centered on
roles and responsibilities
between paraprofess i onal
,
Teacher Corps Interns and
teachers
Behavioral Objectives in many
instances reflected a parrot-
ing of points of view stressed
by administrators and trainers
Behavioral Objectives were
reflected in measurable terms,
however, few objectives dealt
with structure and self-
discipline; there existed "a
relative neglect of structure
and adult guidance as compared
with emphasis placed on group
process and student-centered
learning."
-Lack of continuous screening of
new teachers prior to assignments
-Some of the support mechanisms
for teachers, such as workshops,
have been abandoned
-The decrease in the intensity,
openness and amount of feedback
to the central administration
from the schools
2.
To what extent can change become an ongoing process developing
more rrom internal than external sources?
3* Is there some way to bring about in urban education improve-
ments that serve the goals and hopes of all major elements in
the city?
4. Can technology and humanistic philosophy be hitched together
effectively in the service of urban school reform?
Efforts at system renewal in Louisville began in September 1969.
Since that time major implications have emerged for others attempting
to bring about changes in urban education. Doll, Love and Levine have
visited Louisville several times. They have also conducted workshops
there. They view Louisville as a laboratory in urban education.
Through their efforts, they have derived the following conclusions:
"1. Training and retraining programs for urban school
personnel must include considerable stress on
developing effective teaching in addition to
changes in attitude.
2. The format for training and organizational develop-
ment should be closely interwoven with the regular
academic schedule.
3. Plans for bringing about change falter when resources
fundamental to the success of a new program are not
provided in sufficient quantity before the program
is introduced in the schools.
4. Planning and evaluation procedures emphasizing
formative evaluation, behavioral objectives,
criterion-referenced testing, and similar approaches
have not as yet been shown to have great utility for
reforming urban education.
5. Introducing new personnel into the schools on the
Louisville scale turned out to have decidedly mixed
results.
6. Effective urban school reform requires appreciable
h2
change in teaching personnel, as well as administra-
tive leadership at all levels, from the central office
to the individual school building.
7. Among the most important variables in urban school
reform are honesty and openness at the top leadership
level
.
8. The leadership skill and qualities required for urban
school renewal are multidimensional and call for a
nucleus of several types of persons with diverse
traits and capabilities."
This model was designed to implement modifications in the organi-
zational framework for instruction and to bring the school closer to
the community it serves. Since 1969 Louisville has made major attempts
to do just this. According to Doll, Love and Levine, the efforts have
resulted in varying degrees of Success. However, the essential feature
in this attempt has been the derivation of implications for other
school systems attempting to reverse the debilitating nature of current
trends in American urban education.
Systems Renewal in Education: A Case Study of the Washington, D. C.,
Innovation Team
Dr. Gordy's study (1973) is a description of the development of the
Washington Innovation Team and its role in implementing system
revi ta 1 i zat i on in the District of Columbia. The Innovation Team came
into existence through the Model Schools Division. Under the direction
of an assistant superintendent, the Model Schools Division was able to
wrest operational control of the nineteen schools in the Division from
the elementary and secondary school departments. However, it was made
clear that other school departments were to continue servicing the
schools within the Model Schools Division.
*0
The changeover had the following major administrative effects:
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- The nineteen principals henceforth reported to
the Model School Division assistant superintendent.
- There would be continued reliance on the service
departments for performance of many vital functions
which were critical to the success of educational
programs
.
- The transfer of control greatly increased the
administrative responsib i 1 i ty wi thout immediate
increase in staff.
” Control over the regular school budget allocations
for the nineteen schools were not obtained. Funds
were then supplied by the United Planning Organiza-
tion. Beginning in 1966-67, funds from ESEA
Title I and Impact Aide sources were secured."
The Harvard Graduate School of Business Administration cited
major problems hampering the MSD operation and at the same time made
several recommendations for change. The most significant recommen-
dation was to "...establish in each MSD School a resident teacher who
will coordinate inter- and intra-school program operations and serve
as a supportive resource liaison for teachers and principals."
To accomplish its mission of concentrating "...its efforts in
retooling, renewing, recharging and reviving teachers," a group of
fifteen teachers, who had participated in summer institutes, and were
released from the classroom, became known as the Innovation Team.
Their role can best be described as effecting a catalytic change process.
This process is based on the idea that persons foreign to a specific
school's environment can intervene and by their presence stimulate
change in the environment without becoming directly affected by the
change process, and thus can be withdrawn from that environment
and
introduced into another to serve the same catalytic function. At
this time a decision was made to make use of the resources of the
Educational Development Center through its Pilot Communities Program.
The basic operating premise for Pilot Communities was the use of
teams as a vehicle for change. Thus, the MSD Innovation Team became
a part of the Pilot Communities Program.
Thomas and Jones (1971, p. 21) delineate a series of Innovation
Team operating principles considered by Gordy to be crucial and
generally applicable:
"1. Preconditions for Change : There must be wide-
spread dissatisfaction with a given school
system if an Innovation Team is to intervene
there successful ly.
2. Administrative Support : Solid and visible
support at each level of the school system's
admi n i s trat i on must be present from the
beg inning.
3. Contract ing : The process of contracting or
making and remaking agreements between the
Team and its 'client' never stops.
k. Team Leader : A Team needs a leader as a
rallying point for its energies. After the
crucial stages, the leader should continue in
his role only by consensus among the Team.
5. Team-Building and Planning : A Team must make
a conscious effort to work as a team, and it
must continue to grow. Its members must
confront each other when necessary, lock horns
on problems, make decisions, and keep moving.
Team Members : Certain characteristics of
prospective Team members are imperative if
they are to be successful in working with
teachers; high intelligence, poise, and self-
assurance, specific expertise; tenacity; and
6 .
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1 i ke-m i ndednes s are some of the necessary
character is t i cs
.
7 - Interaction with the Client System : Team
members must walk a difficult path in their
dealings with teachers. They must never take
part in the system's evaluation of i ts
teachers; on the other hand, they must not
shrink from critical interaction with teachers.
8. Relationship Building with Individual Teachers :
Team members should go only where they are wanted.
They should respond to specific needs, and build
relationships with individual teachers in an
atmosphere of mutual respect and learning.
9. Quick Response to New Opportunities : Team
members' time should be loosely enough allocated
to allow quick response to needs that arise on
the project site.
10.
The Necessity of‘Trust : Without mutual trust,
any helping relationship wi 1 1 flounder."
Although the Innovation Team utilized the above principles as
operational guidelines, it is reported that a series of in-group
resistances to team development stages were encountered. Gordy
identifies these resistances as taking four major forms: "1. chal-
lenges regarding the legitimacy of selection procedures, 2. refusing
to admit the cohesiveness of the group, 3* questions about the
training procedures, and 4. claims that it is futile even to test the
possibility of changing the status quo ."
The Washington Team considered continuous professional and
personal growth as an important aspect of a team operation. Some
factors were isolated which were considered essential in Team member
selection. It was determined that Team members must: "1. demonstrate
willingness and commitment to join in a group in which growth and
continued development are the norms, 2. agree beforehand to be part
of organizational development and personal growth laboratories and
experiences, and 3. understand that a temporary group, i.e., a team
and a system may not have job security, nor the guarantee of step-by-
step progression upward, nor the control by rule and regulation found
in traditional positions in the system."
By September 1967, the concept of an Innovation Team, a group of
teachers charged with in-service training, follow-up assistance in the
classroom and supply procurement and delivery was installed in the MSD.
The Team was responsible for over 110 different workshops and two major
summer institutes during the 1 967-68 school term. According to Cort
(1969, p. 238), the Team was effective in stimulating many teachers to
consider alternative strategies of instruction. Cort also reported
that the function of coordination was "the most poorly executed and
least effective." However, according to Gordy, the Team did serve as
a linking agent for teachers and outside resources; it established
human relations meetings with principals and faculties. It is also
reported that the Team met with parent groups and other groups
concerned wi th' educati on
.
The Innovation Team functioned as a successful component within
the MSD, charged with the responsibility of implementing planned
changes in the system. Two of the major enabling factors contributing
to the success and effectiveness of the Team were:
- A very supportive staff member who was high in the
bureaucratic structure of the school system
- The use of outside change agents as the managerial
level who were perceived as having much prestige.
Baltimore, a large city often cited as typical for demographic,
economic, and educational research, has experienced the problem of
attracting and keeping able teachers. Further complicating efforts
to provide effective instruction is the fact that the population to
be served is an eminently mobile one. In 1966, it was reported that
some 20,000 pupils newly enter or permanently withdraw each year
from the public schools of Baltimore, and another 18,000 change their
place of residence within the city. An analysis of the composition
of departing, arriving, and relocating populations yields support for
the thesis that the "inner city" serves as a staging area, and those
families moving from the urban center are those who are on the
economic and educational rise.
Although this study was an evaluative review of Title I Staff
Development Activities, it included a limited review of the total
system. The study reported that the ultimate aim of a staff develop-
ment system is the improvement of students' educational skills and
attitudes. In addition, an interim objective in pursuit of this
goal is the improvement in teachers' capabilities and performance.
It was reported that the rationale for staff development programs
was grounded on several converging assumptions including:
"
- The teacher-pupil transaction is the crucial
variable in the educative process.
- The teacher's perception of the pupil is
based on past experiences, including formal
education; that the teacher brings to the
transaction acquired assumptions about
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Summary
This chapter presented an outline of relevant literature which
supports the need for sustained on-going staff deveiopment, the
concept of schools as organizations, the relationship of in-service
education to effective organization improvement, and some of the
necessary dimensions for planned organizational change in schools.
The program which will be described in Chapter IV was designed
in response to the needs outlined herein and is an attempt to
manifest in one program the learning tools and conditions described
above.
It should be noted that a program designed essentially for staff
development does not always simultaneously achieve organizationally
useful outcomes. Bunker (1367), supported by Bass (1967), concluded
that organizationally relevant learning is not always identical or
comparable with personally relevant learning. Thus, the teachers
produced by such a training program may not "become precisely
^9
machined and efficient cogs that can be smoothl
meshed with the machine of learning." Indeed,
that they discover in themselves the courage to
organization, to try to change it, and to force
responsive to the needs of the students.
y slipped into and
it is quite 1 ikely
differ with the
i t to become more
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CHAPTER IV
TRAINING AND DEVELOPMENT OF THE INNOVATION TEAM
Introduction
This chapter describes the development of the Baltimore Innovation
Team which was housed in the Teaching and Learning Center. It describes
how the Team was built, how the team work was cultivated, and how the
temporary group was improvised to form a team. The Innovation Team was
comprised of sixteen teachers released from classroom teaching
responsibilities for the purpose of experiencing intensive renewal
activities and then attempting to proliferate via diffusion and adoption
theory, those experiences throughout the Project schools in an organized,
consistent and sustained fashion.
Rationale for the Teaching and Learning Center and the Innovation Team
Social scientists enable us to view the school as an open system.
Banathy (1968, p. 23) defines systems as "deliberately designed synthetic
organisms, comprised of interrelated and interacting components which
are employed to function in an integrated fashion to attain predeter-
mined purposes." Matthew Miles (1964, p. 13) considers a system to be:
"...a bounded collection of interdependent parts maintained in a steady
state in relation to each other and the environment by means of 1.
standard modes of operation, and 2. feedback from the environment about
the consequences of system actions." The whole notion of social systems
theory is espoused by Owens (1970, pp. 68-70) in his presentation of the
concept of open systems.
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An open system within the context of a social system is comprised
of the individual, the role, the work group, the organization and the
cu.ture (Owens,
,970, pp. 68-72). Each ele*nt is in constant inter-
action with the others and with its environment to accomplish common
goals in a system. An open system is self-regulating and retains its
own identity even through its interactions. The Teaching and Learning
-Center was conceptualized, designed, installed and implemented as an
open system. Its interactions chiefly involved inservice education
for educational personnel by providing mechanism for integrating theory,
common sense, and practice.
The challenge of providing quality education to the children of
the inner city is usually met with a host of special programs, instruc-
tional systems, and new curriculum materials. Most of them are singular
in approach and are developed on the assumption that they could be
inducted into the ongoing educational system. Some guarantee that if
the necessary pre-conditions are met and instructional procedures
followed systematically, student achievement will be improved. Others,
which are more comprehensive in attempting to change the methods,
materials, and*total organization of the school, are expensive or still
incompletely developed. The component programs, when used singularly,
show little indication of being effective.
A reason widely given for the failure of such efforts is that
components used singularly do not attack the root problem, which
concerns itself with the capacity of people to change, experiment, test,
and adopt new ideas in response to changing societal needs and demands
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of students. The teat, approach concentrated upon this fundamental
problem by stressing team training in a variety of affective and
cognitive skills.
The need for basic reform in education is summarized by Bruner
0970
,
p. 85 ):
There is throughout the whole system of education
a need for redirection which reaches beyond the mere
application of new techniques and systems, to
reflect a need to change educational goals from
merely providing instruction, attainment of skills,
and conformity to societal principles to those
developing individuals who are open to change, who
are able to learn continually."
...those goals imply in turn that educators them-
selves must be open and flexible, effectively
involved in the processes of change. They must be
able to both conserve and convey the essential
knowledge, skills, and values of the past, and to
welcome eagerly the innovations which are necessary
to prepare for the future."
If this is true, schools must develop goals defined in terms of
behavior change desired in people and in the organic relationships in
a system.
A repeated retreat to simplistic solutions, for example, to
seeking cures to low reading scores through the manipulation of a
single variable, such as class size, non-grading, tutorial plans, or
a particularized reading method has not worked. It is hypothesized
that this is so because teachers and children teaching and learning in
schools are part of an organically related environment; a seemingly
insignificant dysfunction in one place in the system may directly
affect the day-to-day learning of a student. For example, a decision
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made on scheduling art and science specialists may become a crucial
factor in organizing the learning day; of the time and sequence of
presentation of ideas; or whether the teacher teaches a given subject.
The establishment of the Teaching and Learning Center and the
Innovation Team was based on the assumption that the cause of the
child's failure is not inherent in the child himself, in his genetic
background, or in his natural capacity. His failure is attributable
directly to the failure of society to organize and to deliver services
of learning, acculturation, teaching, and life support at the right
time, in the right place and in a format appropriate to motivate and
cultivate growth of the whole person.
The school system, along with other societal institutions, is at
fault. One, and only one, part of the solution is to improve the
capacity of the school to change itself, to analyze its problems,
assess realistically its own needs to test, and to invent, and finally,
to implement solutions to pressing problems and needs. Lippitt (1967)
p. 28)
System change, as manifested by the Innovation Team through the
Center, demanded more than the manipulation of structure, school
procedures, rules and regulations; it meant more than change in texts
to Bank Street types or increased training for teachers. It mandated
efforts toward growth in all parts of the system and it dictated that
this must be done through the cultivation of people within the system.
The enlargement of their capabilities to grow, to change, to attack
problems and to become accountable for what they produce is the key to
5 ^
opening the way for children to succeed.
The Team, the teaching assistants, and the Center were to evolve
strategies for increasing the capacity of the school to reshape itself
into a humane and responsible institution which services children and
judges its success or failure directly on the institution's success or
fa i 1 ure.
The Team Approach
It decided to try the team approach even though the old staff-line
relationships, or the pyramid of transferring authority did not try it
for several reasons. First, learning calls for a new look; it requires
members to understand and deal with authority and leadership, and know
whence it is derived, rather than merely to accept its status. Secondly,
the team approach makes use of collective knowledge, information and
interests of a number of people. The tasks confronting a team are so
complex that they demand a wider range of knowledge and skill than one
person can possess. Third, the team approach offers opportunities to
work toward group goals through task accomplishment that benefit many
rather than one. Teaming enables working for major outcomes rather
than mere individual success, and in so doing, delivers inherent rewards
that are derived from collaboration rather than purely individual
actions. Finally, the team approach provides individuals the knowledge
and support of others. Efforts to alter the changing forces in
organizations are trying and test the fortitude, spirits and stamina
of individuals. Support from individuals who share common experiences
and similar goals is personally rewarding and can be programat i cal ly
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productive. The team approach enhances a nurturing and nesting
re 1 at ionsh ip.
Furthermore, temporary systems such as the Innovation Team can
perform the following functions in organizations (Sherburne, 1971 ):
"They can provide outlets for problems the formal
organizations can't handle. They can absorb,
counteract, and make up for the malformations inthe larger system.
They can induce change. Temporary systems can
unfreeze old habits and attitudes and stimulate
new ones.
They can accomplish short-term tasks. Temporary
systems can accomplish short-term tasks more
effectively than formal organizations, because
they aren't always encumbered by the historical
freight that weights down the larger system.
They can energize systems with new ideas,
technology and skill. A temporary organization
with access to research and knowledge outside the
system is a natural source of new ideas. They can
take a higher order of risk than persons who are
responsible for routine and permanent task roles
in the system."
The temporary system concept of teachers as change agents evolved
from the principle that a peer to peer relationship is the most
effective mode to induce change within the client system. Prior to
identifying team members, a set of criteria was developed and a
negotiation process was enacted with the managers of the system.
The Innovation Team as a Temporary System
Bennis (1964) refers to a temporary system as one comprised of
individuals working toward common goals who join together for a limited
period of time within a permanent organization. The Innovation Team
functioned to perform specific tasks or to delineate sets of tasks for
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' the accompl i shment of specific outco.es. As a temporary system> the
Tea. acquired personal power, detached itself from the usual power
structure and made use of special knowledge and financial resources.
Establishing the Innovation Team
Three years prior to actualizing the Innovation Team the idea
prevailed conceptually in the mind of the investigator. During that
span of time, potential Team members were identified and the investi-
gator developed plans which included seeking out stipends, long term
apprenticeships and innovative programs for potential candidates.
The system was manipulated to enable participation of candidates in
such programs as Education Development Center's Man: A Course of
Study, and Elementary Science Study; Hilda Taba Teaching Strategies;
and Science: A Process Approach.
At this point in time when the school system accepted the team
concept, nine potential team members had received intensive training
in new instructional approaches, and all but one of the persons accepted
membership on the Team. Intense negotiations with leadership in the
school system provided for the release of these teachers and eight
additional teachers to engage in a six-month training and application
cycle.
It had previously been determined that the Education Development
Center would be the prime contractor for developing the Team. This
decision was based on EDC's previous record in developing Innovation
Teams in four other cities through its Pilot Communities Program.
The training components developed were directly related to the
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objectives outlined in the system's Structure for Learning whirh
describes the social behaviors that teachers and students should
demonstrate and the components of the learning environment and the
system to support these behaviors. In a parallel way it describes
the cognitive-related behavior teachers should demonstrate and the
cognitive-related components which were to be built into the learning
environment and the system.
The learning objectives for teachers were delivered through
specific training components for members of the Innovation Team, who
in turn produced these for teachers; and teachers were to extend them
to the classroom to affect student behavior. The assumption was made
that the successful and productive behavior which teachers should
demonstrate in the classroom must also be demonstrated and modeled in
the staff development programs in which they participate and in the
system support and decision making procedures in which they partici-
pate.
Tables VI to XI illustrate the outcomes expected from the train-
ing components.
The Methodology of Training
The training which members of the Team and ultimately teachers
received differed from university and academic training in four dimen-
sions. First goals for learning were jointly set by trainers and
teachers on the basis of immediate needs in classroom. Second the
methodology was pragmatic and concrete. That is teachers actively
handled the actual materials in workshops they used in their classrooms.
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TABLE VI
TRAINING FOR PERSONAL SKILLS AND SOCIAL OBJECTIVES
(Target
-Innovation Team)*
1. Goal Setting - Training in assessment of instructional need of
target group of teachers, attitudes, and developing beqinninq
strategies.
2. Communication Training - Improvement of personal skill in
communicating, by workshops using psycho-social learning exercises,
group process activities, and strength training.
3. Decision-Making - Training in how decisions are made and of process
in target group.
U. Self-Evaluation - Training in utilization of feedback from others,
use of micro-teaching to evaluate self.
5* Analysis of Systems - Training in how to analyze systems', to
generalize about their workings, and to adopt constructive
mechanisms for bringing about adaptation and change in them.
6. Developing the Helping Role - Training in understanding and
practicing the helping and supportive role, in opposition to
supervisory, evaluation and competitive role.
7. Resolution and Channeling of Conflict - Training in handling of
conflict dissonance, and acceptance of differences on emotional
level, particularly related to ethnic groups.
8. Management and Organization - Training to design in-service
programs for teachers, equip and organize resource center, and
to operationalize program.
9. Leadership Training - Training to study roles, leadership, and
assumption of leadership within the team as a group.
*A1 1 team members were trained toward these objectives
Source: EDC Training Plan
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TABLE VI I
TRAINING FOR PERSONAL SKILLS AND SOCIAL OBJECTIVES
(Target -Teachers*)
1. Communication Training - Improvement of personal skills in
communication, by workshops, using psycho-social learning exercises,
group process activities, and strength training.
2. Self-Evaluation - Training in utilization of feedback from others
and use of micro-teaching to evaluate self.
3.
Utilization of Resources - Training to seek help and information
within system and without, and how to define role of team and
work for it.
A. Resolution and Channeling of Conflict - Training in handling
conflict, dissonance, and acceptance of differences at emotional
level, particularly in relationship to ethnic differences.
*A1 1 teachers will be tra
Source: EDC Training
ned toward these objectives
PI an
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TABLE VIII
training for cognitive objectives
(Target - Innovation Team*)
1 . Teachmg Oral Language - Training teachers how to create an environ-ment wh.ch generates wide use of oral expressions.
2 . Teaching Reading - Training teachers to use three-four
methods through workshops and demonstration.
read i ng
3. Diagnosis of Language Production and Reading Readiness - Trainingteachers by observation how to make continuous and informaldiagnosis of a child's progress.
4 . Teaching Number and Computation Skills - Training in informal
methods of number discovery by workshops, demonstration.
5. Teaching New Math - Training in teaching new mathematics through
film, workshops, and classroom demonstration.
6 . Making Instructional Materials - Training teachers in the making of
instructional materials through workshops.
7. Teaching New Science - Training in teaching science as a problem-
solving activity. Introduction of new curricula which use
problem-solving approaches and laboratory methods.
8. Individualizing Instruction - Training teachers in organizing a
classroom for the integration of subject matter, individual pacing
of each student and wide use of material.
9.
Integrating Curriculum - Training in how art, music, social
studies, and health are integrated into a whole curriculum, and are
used to reinforce and develop basic skills, as well as cultivate
self-expression, and add knowledge.
10.
Developing Curriculum - Training in development and adaptation of
curriculum to fit individual classroom and locale.
11.
Conducting Workshops for Teaching - Training in how to conduct
workshops for teachers which are practical and enable a teacher to
make immediate use of learnings and techniques.
*Tearn members will specialize. All members will not receive identical
training for the above objectives
Source: EDC Training Plan
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TABLE IX
TRAINING FOR COGNITIVE OBJECTIVES
(Tar get -Teachers*)
Teaching Oral Language Skills - Training teachers how to create an
environment which generates wide use of oral expression.
2 . Teaching Reading - Training teachers in use of three-four methods
or teaching reading.
3. Diagnosis of Language P roduct i on and Reading Readiness - Training
teachers to make continuous and informal diagnosis of a child's
progress.
A. Teaching Number and Computat ion Skills - Training in informal
methods of number discovery.
5. Teaching New Math - Training in teaching new mathematics through
film, workshops, and classroom demonstration.
6. Making Instructional Materials - Training in the making of materials
for teaching and learning by teachers and children.
7. Teaching New Science - Training in teaching science as a problem-
solving subject, with wide use of the laboratory method and
concrete learning materials, developed out of children's interests.
8. Individualizing Instruction - Training teachers in organizing a
classroom for the integration of subject matter, the individual
pacing of each student, and the wide use of materials.
3 . Integrating Curriculum - Training in how art, music, social studies,
and health are integrated into a whole curriculum and are used to
reinforce and develop basic skills, as well as cultivate self-
expression and knowledge.
10. Developing Curriculum - Training in development and ' adaptat i on of
curriculum to fit individual classroom and locale.
^Teachers and principal will choose. All teachers will not receive
training for all cognitive objectives.
Source: EDC Training Plan
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TABLE X
DEVELOPING AND DESIGNING SUPPORT
IN SYSTEM FOR SOCIAL OBJECTIVES
(Target-Admi n i strat ion and Community)
1.
Decision Making - Develop mechanisms for involving teachers and
parents in decisions at points which directly influence what and
how subjects are taught.
2. Continued Learning - Build concept into system of necessity of a
school being a learning environment for staff and personnel as well
as students. Design substitute training program to support
in-service training.
,
3. Communications - Generate a loop of communication that moves from
teachers up, as we 1 1 as from the top down. Involve principals and
resource people in workshops.
A. Role Definition - Encourage clearer role definition which emphasizes
collaboration and participation in contrast to administration.
Involve teachers and administrators in collaborative workshops and
plann ing.
5* Evaluation - Delineate methods of evaluation of teacher success
directly related to goals set by collaborative efforts in system,
and related to training teachers receive.
6. Reinforcement - Design reward, advancement, and recognition system
which reinforce objectives specified for classrooms for teachers.
7. Community in Schools - Activate feedback loops to use and train
community personnel in legitimate educational activities, as
paraprofessionals, substitutes, volunteers, and resources for
knowledge and skill.
Source: EDC Training Plan
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TABLE XI
DEVELOPING AND DESIGNING SUPPORT
IN SYSTEM FOR COGNITIVE OBJECTIVES
(Ta rge t- Adm i n i s t rat i on and Community)
1. Material and Logistic Support - Operationalizing of resource center
for training of teachers and maintenance of workshops.
2. Material System - Establishing supply systems for new and innovative
materials connected to workshop and training program, which allows
immediate response to teaching needs.
3* Testing and Evaluation - Establish long-range time line on summative
evaluation of new programs and training; that is, develop concept of
acceptability of looking at child and teacher's growth over a span,
rather than single increment of one school year, or one grade.
Testing and Evaluation - Utilize wider range of instruments for
assessing events in classroom and learning; seeways to measure
skills in responsibility, independent learning, problem solving, and
perseverance, attributes which contribute as much or more to life
success than academic achievement.
5. Integrated Planning - Encourage planning and procedures which
support curriculum adoption in light of “wholistic goals" for
learning and growth - not singular subject matter ones.
Source: EDC Training Plan
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Also the test of success was immediate to the extent that teachers
were able to teach more effectively the next day in the classroom.
And finally learning by interaction with peers was maximized as
compared to the goal of individual success typical of formal uni-
versity training. Workshops emphasized the necessity for peer
colaborat ion at all levels within the school environment.
The in-service training program was viewed as distinctly differ-
ent from pre-service and academic preparation. It was designed for
day to-day support and practical learning of teachers while they were
on the job and personally and actively relating to the problems of
teaching.
\
The following tactical training methods were used in workshops
and the follow-up assistance was provided in classroom: laboratory
discovery learning - inductive method; lecture and directed teaching;
classroom demonstration and observation; discussion of filmed class-
room; utilization of training films; workshops to make, build, and
create; workshops to learn sequential materials; group process
training; mi cro-teach inq
; strength training; role-play; creation of
teaching materials; field trips to other schools; and short-term
off-site apprenticeships.
In training programs where the Innovation Team was the primary
target, trainers were the staff of Education Development Center with
assistance from consultants from known and tested programs. The
objective for the Innovation Team was to acquire intensive experience
from the strongest resources possible. At this point the interface
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between the school system and outside resources was regular and
intens i ve.
As the Team was trained and began to establish an in-service
program for teachers, the use of outside trainers and resources
diminished. The Team assumed the training role itself, only using
consultants for special and new learnings and as agents of motivation
to maintain interest and freshness. At this point, the procedure of
transfer of learning was not to stop with the Team; rather the Team
viewed its role as one of developing in other teachers the capacity
to share and to teach other teachers.
The ultimate success of the program was the creation of an
environment in schools in which teachers could be responsible for
their own learning and development, and could alternate between
sharing of knowledge with peers, and reaching out to experts and out-
side resources to enrich their own learning.
The development of the Team involved experiencing the change
process of unfreezing, changing, and refreezing that the potential
client system would follow.
The unfreezing process, the process by which old behavior is
given up involved Team members in an intensified two-week team build-
ing laboratory in a motel under extreme stress. After the two-week
lab experience, Team members reported to their temporary home base
(an under-ut i 1 i zed school). It was here that the two mechanisms of
identification and internalization, key elements in behavior change,
took place. During this phase, plans were made as to how the Team
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would function and/or provide services to the client system
Shortly after the above phases, opportunities were presented to
enable entry into the client system; and informal needs assessment was
developed and modeled. As Team members interviewed teachers and
administrators the process of refreezing or cementing the newly
acquired behavior, began to occur. Over the next several weeks the
training consisted of new experiences in specific curriculum areas and
off-site visits to study programs or participation in workshops.
During this time span there were frequent interfaces with the Project's
instructional and administrative staff through planning sessions.
As summer approached, the Team undertook its first major task -
to design, .organize, and conduct a mini-summer school which provided
a lab setting for selected teachers. The summer school experience
enabled the group to apply new learnings and to make adaptations to a
new environment. Also during this period the Team was arranging to
relocate to a permanent site and officially open the Teaching and
Learning Center. Materials were purchased for future workshops, trips
were planned, training aids were developed (including two booklets),
and the next major task was planned and organized. This task included
interv i ewi ng , hiring and training a cadre of substitute teachers.
This special program was designed for training the substitutes
who replaced classroom teachers during in-service days conducted by
the Team. The substitutes received instruction in the following areas
which emphasized their special roles: 1. communication skills,
2. the understanding and use of the teaching role, 3- organization
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clabs for individual learning, 4. procedures, regulations, and
record keeping. In addition each substitute chose some subject
specialty, and was involved in targeted training programs described
for teachers, which enabled each substitute to pursue some instruc-
tional program independently when the regular teacher was attending a
workshop. (See Thejeachinq Assistants Training Prooram
. Appendix A).
The Operation of the Program and Phases of Development
A brief description of the Learning Center and the operation of
the Team is useful as background to an outline of the developmental
phases
.
The Learning Center was a "home" and "resource" to teachers; a
place where they could examine the latest innovative materials, check
out and borrow special equipment, obtain help with an unusual instruc-
tional need which could arise on the spur of the moment, and a place
where they could meet regularly for workshops and training sessions in
an informal atmosphere. The materials for making, constructing,
painting, creating, and designing were on hand, and resource people
were available to help.
The Learning Center was a resource in a different way to the
community, in that it served as a place where parents could learn what
went on in the classroom, could become involved in workshops to
clarify objectives of learning and the purposes of methods pursued in
the classroom. The location of the Learning Center, in space adjacent
to the Model Cities Center and program, provided unusual opportunities
to explain and define the educational program of the school to the
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community and to actively involve community members in the process of
improving instruction.
The formal program of the Center consisted of regularly scheduled
workshops for teachers during the regular school day. The substitute
corps (or corps of adjunct teachers) enabled the 180 teacher corps in
the Model Cities Schools to have 5 - 10 days of training in the three
categories during the school year. One category was 1 - 2 day work-
shops dealing with a limited objective or skill in one of the areas
specified in the training section. A second category was Time and
Sequence Workshops, which enrolled a teacher for workshops up to
eight days in length, but in which training occurred over a period of
several weeks or months. This kind of training supported the on-going
teaching of sequential programs. A third category involved workshops
of no more than five days duration in which training occurred
intensively and continuously. This pattern reflected the demands of
training in communication, group process, conflict resolution, and
rapid up-grading of skills in specific areas.
Workshops were followed up by Team members through visits to the
classrooms of teachers and to the buildings to see if assistance was
needed in the classroom in making use of workshop ideas or in material
support
.
The Learning Center maintained personnel who ordered or purchased
small supplies quickly and who were responsible for delivering them
immediately to classroom teachers.
The Learning Center also organized and scheduled the adjunct
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achers (substitutes). A central call service operated late in the
afternoon and early in the morning to insure that all classes were
systematically covered.
Teacher enrollment evolved with the program. In the beginning
stages, before teachers knew how to use the resource, or before they
could even anticipate what kind of a service could be provided, the
design for involvement was voluntary. That is, teachers and
principals were informed of the existence of the Team, and Team
members met with teachers of each building in one or two lengthy
meetings to talk about needs for instructional support as the teacher
perceived them.
The first courses and workshops were designed for and determined
by what the teachers and principals, in these first meetings, saw as
immediate and urgent needs. Efforts were made to let teachers make
the first choices and entries into the Learning Center on the basis of
their own interest and concern.
Once such workshops got underway, larger total designs for Time
and Sequence Workshops introducing new curriculum, and for one and two-
day interest workshops on special skills were announced. At this
stage Team members began working with teachers and principals to enroll
teachers in specialized workshops appropriate to the larger needs of
a given bui Iding.
It was essential that the service be viewed not as compulsory
training, but as an educational resource to the teacher which made life
as a teacher more exciting, pleasurable, and productive. The process
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of how the teacher was enrolled in learning was regarded as being as
fundamental as what was learned.
Criteria and limits and decision-making procedures in areas
where questions arose were worked out jointly with the Team and
principals of buildings. It should be emphasized that teachers did
have choices and all teachers did not receive the same training.
The Innovation Team commenced training in February 1971. The
Teaching and Learning Center became operational in September 1971 .
Three phases of development were pursued in this program as illus-
trated in Table XII, XIII, and XIV.
The Team did not in any way supercede, substitute for, or change
the focus of existing services and operations in the schools. It was
designed to meet a need for intensification of services to the target
schools; to provide more training and support (human and material)
for teachers; to deliver materials more quickly and in relationship
to the needs; to guarantee that all possible resources of the school
were utilized to the maximum in these schools where high quality
performance was the desire of all.
The work of the summer mini-school with children and teachers
indicated key interests and needs of the teachers. These were for
intensive support in language arts and in reading. The teachers
wanted more training in developmental reading, more training in the
development and use of relevant, concrete learning materials, and
v/ider experience with how to organize classrooms to meet the
individual differences in abilities encountered in children in the
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Model Cities Pilot Schools. Several requests were made for in-depth
ass istance in initiating and maintaining innovative instructional
programs in math and science with materials and human resources to
sustain such programs.
The program of team support to teachers was designed to meet
such needs and to continually assess the changing needs of teachers,
students and the community as the program developed. The Team
provided assistance to teachers in enabling teachers and students to
become partners in learning as they went about creating a physical
environment conducive to excellence in performance. The Team was
v
service-oriented, the goal being to improve the instruction given by
teachers to students and consequently to improve the performance of
students. It was not an administrative or line relationship, but a
supportive relationship intended to minister to the educational and
learning needs of teachers.
The Team drew upon the skills, knowledge, and experiences of the
supervisory staff. Such linkages extended the usefulness and value of
supervisory personnel.
First Year innovation Team Act i v i ties
During the first year of operation the Team was effective in
enlisting the interest and involvement of many teachers, in stimulat-
ing many teachers to consider alternative strategies in teaching and
instruction, and in providing teachers with methodological tools.
Over one hundred scheduled workshops involving 302 teacher- t ra i n i ng
days arid a summer mini-school were conducted by the Innovation Team.
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Other Team accomplishments during the first year included:
developing and following through with a teachers' assistant train-
ing program for twenty-four permanent substitute teachers, construc-
ting numerous training aids, training of parent advisory councils for
each of the six project schools, designing the second year proposal
for the Team operation, rapid delivery of instructional and curricu-
lum materials and equipment to the target teachers, continuously •
negotiating the use of external consultant services, and producing
several publications which included Shutterbug
- photography handbook
for children, Shoe Box Lab Activities - a language arts workbook for
teachers, and Human Relations Training Booklet for Substitutes and
Ai des
.
Both local and national attention was focused on the Team. Team
members participated in local and national activities as facilitators
or discussion leaders. Some of the activities included: The Associ-
ation of Supervisors and Curriculum Developers (AS CD) National
Conference; City-wide Reading Clinic for Baltimore City Public Schools
demonstration lessons in local colleges; series of human relations
labs for the Ri phmond
,
Virginia Public Schoo Is; and con su 1 1 an t
services to Urban/Rural Program.
The Innovation Team was organized in a manner which enabled each
Team member to function in two ways. First, each member served on a
sub-team with a particular discipline responsibility. The four
sub-teams consisted of Language Arts, Math, Science, and Social
Studies. Within this framework, each member within a discipline
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Custer concentrated on Panning, design,, and conducting workshops
and support activities for that discipline. In addition to this
organizational structure, one Team member functioned as workshop
coordinator and one functioned as coordinator of the teachers'
assistants. The Team leader was a full time external consultant on
the staff of the Education Development Center.
Secondly, there were three functional service sub-teams. A
member from each of the discipline teams formed a sub-team. This
structure provided an interface of disciplines to service a pair of
schools. This sub-team functioned primarily to give direct services
to teachers in the schools by following up workshops with the
teachers in their classrooms, conducting demonstration lessons,
conducting school-based workshops, delivering instructional materials,
supplies, and equipment to the teachers, and assessing needs of the
classroom teachers. Figure III illustrates the organ i zat i ona 1 flow
of the Innovation Team.
As needs were assessed within the schools, this data was fed into
the discipline sub-teams. Consequently, the discipline sub-team would
analyze the data and plan for workshop offerings at the Teaching and
Learning Center. Workshops offered at the Teaching and Learning
Center were advertised monthly. (See Appendix B) As teachers
applied for the workshops, the workshop coordinator handled all of
the arrangements which included ordering of materials, obtaining
consultants, assigning the workshop responsibility to a particular
Team member and ensuring that participants requesting follow-up
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FIGURE I I
l
INNOVATION TEAM SERVICES FLOW
DIRECT SERVICE TO THE
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services in the classroom received those services. The coordinator
of the teachers' assistants (trained substitutes) had the responsi-
bility of ensuring that teachers' assistants were assigned to the
classes of target teachers attending workshops.
The twenty-four teachers' assistants enabled the Teaching and
Learning Center to accommodate at least twenty-four teachers for each
workshop. However, in many instances, individual schools made
internal organizational arrangements to ensure that more than twenty-
four teachers attended workshops. In some instances, non-project
schools arranged for their teachers to attend workshops.
Crucial factors in the Team operation were that after teachers
completed a particular workshop they. would take with them materials
to initiate the activities in their classroom for the next day and if
they so desired a Team member would be available to assist in the
initiation or reinforcement of the new learnings. Normally, when
teachers participate in new training programs, several months pass
before the materials become available for use in the classroom. In
many instances, this delay in the delivery of materials has created
teacher frustrations.
Tables XV through XVIII summarize the number and types of work-
shops offered by the Team.
Summary
In this chapter a description of the development and operation
of the Innovation Team and Teaching and Learning Center has been
presented. The numbers of teachers participating in the first year
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TABLE XV
FIRST WORKSHOP SERIES
(October, November, December)
No. of Workshops Top i cs of Workshop
10 Read i ng
11 Mathemat i cs
6 Black Studies
3 Social Studies 5
3 Scien ce
3 Human Relations
2 Cardboard Carpentry
2 Learning Things
1 Art
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TABLE XVI
SECOND WORKSHOP SERIES
(January, February, March)
No. of V/orkshops Topics of Workshops
1 1 Read i ng
5 Mathemat i cs
k Human Relations
3 Open Education
3 Black Studies *
2 Science
2 Being a Woman
1 Media Techniques
1 Learning Things
1 Cardboard Carpentry
1 Cultural Arts
1 Art
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TABLE XVI I
THIRD WORKSHOP SERIES
(May)
No. of Workshops
Topics of Workshop
s
6
Read ing
5 Open Education
5 Sewing
A
Math/Science
2 Social Studies
1 Learn ing Things
1 Cultural Arts
1 Being a Woman
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TABLE XVI I
MONTHLY SUMMARY OF WORKSHOP PARTICIPATION
Month
Number of
Part i ci pants Month
Number of
Part i ci pants
October 101 Feb ruary 177
November 127 March 190
December 143 Apri 1 0 *
January 152 May 136
(Number of Slots Avai lable 1 ,497)
(Number of S lots Used 1,026)
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workshop offerings and the scope of workshop offerings illustrates
the extent to which the Team committed its resources to beginning
the processes of planned educational change within the Baltimore
City Public Schools and of functioning as change agents.
Presented in the next chapter are the results relating to the
effectiveness of the Innovation Team concept in the program.
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CHAPTER V
AN ANALYSIS OF THE EFFECTIVENESS OF THE INNOVATION TEAM
Introduction
To assess the effectiveness and impact of the Innovation Team
approach, an evaluative study was designed and conducted with the
'
help of several staff members from the Laboratory of Psychometric
and Evaluation Research at the University of Massachusetts, Amherst.
The first few months of the Innovation Team operation can be
viewed as primarily a training and objective-setting phase. However,
due to the short life of the Team (two years), effectiveness of the
first year operation was also a matter of concern. The question of
extent of effectiveness was analyzed through four major tasks:
1. Deriving the objectives of the Innovation Team;
2. Constructing a questionnaire designed to assess
the impact of the team;
3. Administering the instrument to a sample of
Model Cities Pilot Schools teachers;
k. Analyzing and discussing the results of the
quest ionna i re.
The construction of the teacher questionnaire was based on the
objectives the Team had set for itself. A copy of the instrument is
presented in Appendix C. The questionnaire data was collected and
analyzed for the purpose of determining statements about the Team's
impact effectiveness as perceived by a random sample of teachers.
87
Since the Project was terminated March 15, 1973, these evaluative data
could not be used to improve the program. Nevertheless these data
provided information as to how successful the Team had been in imple-
menting planned change.
Deriving the Innovation Team Objectives
The first task was essential in that the investigator had to
determine what areas the Team members expected to affect. Before the
investigator could assist in the design and implementation of an
evaluation instrument, it was necessary to determine Team objectives
for the purpose of directing evaluative efforts.
This determination of the Team's objectives took place during a
series of Team meetings led by D‘r. Ronald K. Hambleton, Frank Stetz
and John Newby of the University of Massachusetts. The procedure
utilized was small group discussion of the Team members' perceptions
of the Project's objectives. "Each small group was led by a
coordinator whose purpose was to elicit response to the question:
What do you see as the objectives of the Baltimore Model Cities Pilot
Schools Innovation Team?" (Hambleton et_ aj_.
,
1973)
Each group produced a set of objectives which was subsequently
edited and organized into categories. After the objectives of the
Team had been edited and recorded, those objectives pertaining
directly to the Team's efforts at helping students and teachers were
selected and organized around two broad categories:
1. Objectives pertaining to the general activities of the Team;
2. Objectives pertaining to the School Staff Development Teams
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(each School Staff Development Team was comprised of
individual Team members working with selected teachers
within a given school).
Reported in Table X I X are the 35 objectives organized into the two
categories developed to describe the Innovation Team's activities.
The reasons for deriving a set of Team objectives centered on,
first, having a clear definition of the perceived functions of each
Team member and secondly, to provide a point of departure from which
to assess whether the Team was meeting the needs of teachers in the
Project.
Questionnaire Construction and Administration
Once the objectives were stated- and categorized, a questionnaire
was designed to reflect the 35 Innovation Team objectives. Team members
requested that a section of the questionnaire include items pertaining
to the Iowa Tests of Basic Skills . Although it was not covered in the
objectives, it met the Team's desire to know teachers' attitudes about
this standardized achievement test.
Questionnaires were distributed to 1 80 teachers in twelve elemen-
tary schools in Baltimore. Six of the schools were not a part of
the
Project, however, they were included because teachers in these schools
benefited from services of the Team and made use of the Center.
The
rationale for this action was presented by Hambleton et_ a_L (1973),
"Since teachers from non-Pilot Schools had the opportunity
to partic-
ipate in the workshops if they so desired, it seemed
essential to
include them in our sample to evaluate the impact
of the program.
The return rate of the questionnaires was 83 out
of 1 80 or about
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TABLE XIX
Objectives of the Baltimore
Model Cities Innovation Team
Objective Number Object i ves
Category 1 Objectives pertaining to the General Activities
of The Innovation Team
1 Expose teachers to programs, tools, etc.,'
through workshops and demonstrations
2 Assess the needs of teachers through observa-
tion, questionnaires, conferences, consultants 1
programs
3 Make sure resources are available for implement-
ing workshops (team members, outside counsult-
ants, teachers)
4 Formulate workshop offerings from assessment of
needs of teachers
5 Support emphasized school programs
6 Provide good coordination with supervisors and
others of program planning and implementation
7 Conduct research programs and utilize materials
for continuous training
8
t
Advise teachers on an individual basis in their
personal growth (college courses, outside work-
shops, etc.)
9 Provide brochures for workshop offerings
10 Provide training for teachers 1 assistants
1
1
Promote more active participation of teachers in
the workshops
12 Exchange ideas with teachers at all schools
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TABLE XIX (continued)
Objectives of the Baltimore
Model Cities Innovation Team
Objective Number Object i ves
13 Get teachers to become aware of the various
resources available to them
14 Promote qualitative evaluations of the workshops
by the participants
15 Provide new directions for future workshops
16 Have teachers follow up the workshops with:
questions, desire for future workshops, requests
for reading matter, etc.
17 Have teachers model the behaviors and techniques
of the Innovation Team
18 Promote more positive attitudes on the part of
teachers through their increased attendance at
workshops
19 Provide the presence of new skills in teachers
to consequently change existing behaviors and
policies in their own schools
20 Increase knowledge of the work done by the
Innovation Team through teacher-to- teacher
communication (more and better publicity and
public relations)
21 Abolish resistance to change in administrators
and teachers
22 Assist teachers to individualize instruction and
improve the skills of the children
23 Promote teachers' awareness of a need for change
24 Make teachers aware that they should be actively
involved in the schooling (learning) process
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TABLE XIX (continued)
Objectives of the Baltimore
Model Cities Innovation Team
Objective Number
25
26
27
28
29
30
31
Category I I
32
33
3 **
35
Object i ves
Help teachers acquire enough skills from the
workshops to be able to conceptualize future
workshops
Provide opportunities for the teachers to work
at evaluating, modifying and utilizing what they
have learned
Identify with teachers
Provide a positive image so that teachers
identify with Innovation Team members
Provide a visible-enough program of activities
so that teachers are aware of what the Innova-
tion Team is contributing to make their schools
better
Deal with teachers on their own level
Provide enough time, energy and skills for
teachers to meet their needs
Objectives of the Innovation Team pertaining to
the School Staff Development Teams
Provide a clear concept of the School Staff
Development Team to teachers
Provide a positive image of the School Staff
Development Teams to teacher
Create a learning exchange with the School Staff
Development Teams
Help meet the goal of the School Staff Develop-
ment Teams of serving as school-wide processors
and cognitive ability resources
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“*• TKiS U n0t an specially high return rate, however, since the
Project had been non-operative for two months at the time the Instru-
merit was administered, it seemed a reasonable return.
Results and Discussion of Teacher Questionnaire Pat*
Table XXI presents the summary of the responses of the 83 teachers
to the 57 item questionnaire. In Table XX the percentage of teachers
answering the available choices to the structured items is reported.
Tables XXI to XXIX present summaries of the open-ended responses of
teachers to items in the questionnaire.
Data reported in Table XXI for items one to nine presents some
general information about the teachers attending the workshops. Most
were females (more than 8k%) with about 50% less than 36 years old and
with less than 10 years teaching experience. This data seems to
support the claim that the less experienced teachers are assigned to
the urban schools. Although it has been traditional to find a high
percentage of female teachers in the elementary schools this data is in
need of careful consideration especially since many children attending
these schools are from families without a male as head of the household.
About 27% of the sample had obtained their Masters degree. The
table does not reveal the fact that the return rate of questionnaires in
the six Pilot Schools was about 50% except for School 16 where it was
about 5% and School 107 where the return rate was near 20%. This data
supports Innovation Team members' content ion that the staff of these two
schools reflected negative attitudes toward efforts to introduce change
strategies and an organizational willingness to participate in innova-
tive programs.
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TABLE XX
Results From the Teacher Questionnaire
Question
1. What is your sex?
Percentage of Teachers Selecting
Each Choice (N= 83 )
1. Female 84%
2 . Male 10%
Omit = 6%
2. What is your age? (in years)
1 . 20-25 years 19 %
2. 26-35 37%
3. 36-45 23%
4. Over 45 11%
Omit = 10%
How many years teaching experience have you had?
1 . 1-5 29%
2. 6-10 26%
3. 11-15 13%
4. 16-20 7%
5. 0 ve r 21 18%
Omit = 7%
4.
Have you earned a Master's degree?
1. Yes 27%
2. No 67%
5.
If your 'answer to Question 4 was yes
,
how many credits beyon your
Master's do you have? (N=22)
1 . 0
2. 1-15
3 . 16-30
6.
If your answer to Question 4 w
Bachelor's degree do you have?
1 . 0
2. 1-15
3. 16-30
17%
49%
34%
s no, how many credits beyond your
(N=56)
22 %
30%
34%
9**
TABLE XX (continued)
Results From the Teacher Questionnaire
7.
31 -45
5- Over 45
If applicable, please fill in the date of completion of the lastgraduate course taken. (N=55)
8 .
9.
1. 1960-1965
2. 1966-1970
3. 1971
*». 1973
What is the district code number of
1. 4
2. 107
3. 10
4. 12
5. 16
6. 20
7. 29
8. 30
9. 32
10. 34
11. 61
12. 67
Omit = 6%
Which grade (s) do you teach?
1. Grade 1
2. Grade 2
3. Grade 3
4. Grade 4
5. Grade 5
6. Grade 6
7. More than one
8. Other (mainly kindergarten)
Omi t = 13%
ex
m
33%
30%
the school you teach at?
6%
IX
1
1
*
\X
2 %
\S%
2%
MX
8%
n
23%
n
13*
]0%
8%
4%
IX
2X
18S
25 *
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TABLE XX (continued)
Results From the Teacher Questionnaire
_
.
Percentage of Teachers Selecting
—
;
—
1 °.n
-
Each Choice ( M= 83)
11. Overall, how would you rate the quality of such innovations as
open education," "humanistic curriculum," and "personalized
instruct ion"?
1 . Excel lent \-j°/
o
2. Good 5
2
%
3. Fair ' 12%
k. Poor
Omit = 8%
12. How would you rate the general quality of education for the students
in your school?
1 . Excel lent 13%
2 . Good 58%
3. Fa i r 25%
4. Poor 0% *
Omit = 4%
13* How would you rate the enthusiasm for learning of students in your
classes?
1 . Excel lent 13%
2 . Good 53%
3. Fa i r 27%
4. Poor
Omit = 2%
5%
14. To what extent have you modified your teaching style during the past
three ( 3 ) years?
1 . To a great extent 46%
2 . To a moderate extent 41%
3. To a 1 i m i ted extent 8%
4. Not at all 1%
Omit = 3%
15. Do you feel an attempt was made to acquaint you with the purposes of
the Innovation Team and their workshops?
1 . Yes 83%
2 . No 7%
3. Unsure 6 %
Omit = b%
TABLE XX (continued)
Results From the Teacher Questionnaire
Percentage of Teachers Selecting
Each Choice (N= 83
)
Quest i on
16. Since the implementation of professional half-days and workshops in
your school, do you find you have better communications with the
other staff members?
1. Yes
2. No
3. Unsure Omi t = 12%
lk%
13%
1 %
17. To what extent did you utilize the services of the Innovation Team?
1 . To a great extent
2. To some extent
3. To a minor extent
A. Not at al
1
15%
59%
1 8%
5%
Omit = 3%
18. Do you feel the Innovation Team was meeting your classroom
needs
through their workshops?
61%
m
\n
Omit = 9%
60%
17%
15%
1. Yes
2. No
3. Unsure
Do you feel
aware of a
1. Yes
2. No
3* Unsure
Diid you pei
Baltimore !
1. Yes
2. No
3- Unsure
Omit = 8%
39%
31%
1
8
%
Omit = 12%
21 Did you and the Innovation
Team members exchange ideas on
how to
improve activities in your classroom.
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TABLE XX (continued)
Results From the Teacher Questionnaire
Quest ion
Percentage of Teachers Selecting
Each Choice (N=83)
1 . Always 13%
2. Somet i mes 72%
3. Never 10%
Omit = 5%
22. Did Innovation Team members consult you before planning and
implementing workshop presentat ions?
1 . Always 16%
2. Somet i mes 43%
3. Never 34%
Omit = 7%
23. Were Innovation Team
\
members receptive to your suggestions for
additional workshops and training on particular topics?
1 . Always 27%
2. Somet i mes 35%
3. Never 5%
k. Not app 1 i cab le 27%
Omit = 6%
24. Did you i dent i fy with the Innovation Team members?
1 . Yes • 64%
2. No 10%
3. Unsure 22%
Omit = 4%
25. Do you feel the Innovation Team members identified with you?
1 . Yes 60%
2. No 6%
3. Unsure 28%
Omit = 6%
26. Did the Innovation Team members offer you advice on an individual
basis in your professional growth (college courses, outside work-
shops, etc. )
?
1. Always
2. Sometimes
n
34%
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TABLE XX (continued)
Results From the Teacher Questionnaire
Omit =
27
- cfS.5»siP!rwti" Team members to
1,
2
.
3,
4.
By the i r ava liability
By their desire to exchange ideas
with me
By their genuine interest in my
particular problems
By their willingness to stay after
hours to help me work on an
act i v i ty
By their follow-up on the questions
I asked
6. Other
Do you fee
your needs
1 . Yes
2. No
3. Unsure
Do you fee
your needs
1 . Yes
2. No
3. Unsure
49$
48$
34$
15$
23 %
11 $
Omit = 17$
29$
29$
25$
30 .
40$
16$
29$
Omit = 15$
How did you judge the capabilities of the Innovation Team members?
(Circle all wnich apply)
By their good ideas $]%
3y their past record of achievement 10$
By their hard work and conscientious-
ness 45$
1 .
2 .
3 -
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TABLE XX (continued)
Results From the Teacher Questionnaire
Question
Percentage of Teachers Selecting
Each Choice (N=83)
31
32
4.
5.
6 .
7.
By their follow-through from start
to finish on a project
By their understanding of problems
By the number of years teaching
experience they had
Other
37%
47%
4%
7%
What were your feel ings concerning the level of
Innovation Team?
1 . They d i d thei r work at an extremely
high level of competence 15%
2. They did their work competently 61%
3. They did their work with little
competence
1 1%
4. They d i d the i
r
work with no
competence 0%
Omit = 13%
During the last two years, to what extent did yo
the Innovation Team workshops?
1 . 1 participated in al 1 workshops 4%
2. 1 participated in most workshops 15%
3. 1 participated in some workshops 46%
4. 1 participated in few workshops 27%
5. 1 participated in none of the
workshops 5%
Omit = 3%
33* Why did you not actively participate in the workshops? (Circle all
which apply)
1. I could not get release time from
my school 20%
2. The workshops were too time consuming 12%
3. The administration was against the
idea 0%
4. I would not have learned anything new
at these presentations 8%
5. The Innovation Team did not teach
things that were relevant to my
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TABLE XX (continued)
Results From the Teacher Questionnaire
Quest i on
Percentage of Teachers Selecting
Each Choice (N=83)
classroom activities
6. I could not receive in-se
credit for the workshops
7. Other
35* Overall, how would you rate t
Innovation Team workshop?
1 . Excel lent
2. Good
3. Fair
4. Poor
5. Bad '
16%
i ce
4%
60%
quality of the presentation at the
21 %
66%
10%
3%
0%
36. Who in your school supports your use of workshop ideas? (Circle
all which appl y)
1 . The Pr inci pal 96%
2. The Senior Teacher (s) 88%
3. The Other Teachers 87%
4. The Teacher Aides 57%
5. The Students 40%
6. No one 2%
37. Who in your school gives you trouble in your attempts to use work-
shop ideas? (Circle all which apply)
1 . The Pr inci pal
2. The Senior Teacher (s)
3. The Other Teachers
4. The Teacher Aides
5. The Students
6. No ione
2%
2%
2 %
2 %
2%
95%
from the workshops to be
33%
40%
27%
Do you feel you developed enough skills
able to present similiar workshops?
1 . Yes
2. No
3. Unsure
38.
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TABLE XX (continued)
Results From the Teacher Questionnaire
Percentage of Teachers Selecting
Question Each Choice (N=83)
**0. Do you feel that there are enough opportunities available in your
school to use the things you have learned at the workshops?
1 • Yes 78%
2. No 3%
3. Unsure 19 %
4l. To what extent were you able to use the ideas that were presented
in the Innovation Team workshops in your classroom?
1. Able to use most or a 1
1
of the
things
2. Able to use some of the things
3. Able to use 1
i
1
1
1
e
or none of the
things
44%
52 %
4%
42. Do you feel your teaching style has changed as a result of these
workshops?
1 . Yes
2. No
3. Unsure
52%
33%
15%
43 . In general, what effect do you think the workshops have had on your
work in the classroom?
1. My work has been enhanced a great deal 20%
2. My work has been enhanced somewhat 64%
3. There has been nc> effect on my work in
the classroom 9%
4. Unsure 7%
44. Do you feel you are in a better position to evaluate student
achievement as a result of these workshops?
1 . Yes 59%
2. No 31%
3. Unsure 10^
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TABLE XX (continued)
Results From the Teacher Questionnaire
Quest i on
Percentage of Teachers Sel
Each Choice (N=83)
ect i ng
*45. Do you feel Innovation Team's overall efforts have helped you to
better individualize the instruction of your students?
1 . Yes 59%
2. No 31%
3. Unsure 10%
48. Do you feel the Innovation Team's overall efforts have helped to
improve academic skills in your students?
1. Yes *48%
2. No 33%
3. Unsure 19%
50. Do you feel your attitude toward students has changed as a result
of these workshops.
1. Yes **3%
2. No ^ 8%
3. Unsure 9%
51. Do you feel the Innovation Team workshops have helped you to under-
stand your students better?
1. Yes
2. No
3. Unsure
*47%
*40%
13%
52. Do you feel the students' attitude toward learning has changed
as a
result of these workshops?
1 . Yes
2. No
3. Unsure
*4 1 %
*43%
16%
53 . Do you feel more of a bond toward the other
teachers in your school
who attended workshops with you:
1. Yes
2. No
3. Unsure
61%
36%
3%
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TABLE XX (continued)
Results From the Teacher Questionnaire
Percentage of Teachers Selecting
. Question Each Choice (N=83)
5^. Do you feel your attitude toward your school administration has
changed as a result of these workshops?
1
.
Yes
,
better attitude 32%
2. Yes
,
more critical attitude 13%
3. No, no change 55%
55. How wel 1 do you think the . .
.
(Iowa Test
of Basic Skills) measures your instruc-
tional goals?
1. The ITBS i s an excel lent measure 0%
2. The 1TBS i s a good measure 5%
3. The ITBS i s a fa i r measure 16%
4. The ITBS i s a poor measure 36%
Omit = 43%
57. Overall, do you think that a standardized testing program is
appropriate in your school?
1 .
2 .
3 .
Yes
No
Unsure
Omit = 30%
n%
46%
13%
Overall, the results reported in Table XX for items 11 to ^ are
extremely positive. The following is a summary of some of the positive
highlights of the teacher data:
1. More than 69% rated the quality of some new trends in
education such as "personalized instruction" as good or *
excel lent.
2. About 70% rated the quality of their school program, and.
student enthusiasm as good or excellent.
3* More than 80-6 felt an attempt was made to acquaint them
with the Innovation Team and their workshops. About 60%
felt the workshops were meeting their classroom needs.
4. About 75% felt that the workshops improved communica-
tions among staff members.
5. About 60% felt they were made aware of the need for change,
and more than ~Jk% made at least some use of Team members.
6 . More than 85% exchanged ideas on classroom act i vi t ies, at
least occasionally, with Team members.
7. About 62% felt the Innovation Team was receptive to
suggestions for additional workshops.
8 . About 50% of the teachers based their judgments of the
Team on their good ideas, hard work, conscientiousness,
and follow through on projects. Past performance or
years of teaching experience were minor factors (used
by less than 10% of the teachers). More than 75% of
the teachers judged the Innovation Team to be competent ,
or extremely competent .
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9. 651 of the sample participated in at least some work-
shops. They did so mainly to learn new ideas and
methods for improving their effectiveness in the class-
room. Of those who did not actively participate,
inability to obtain release time was one of the important
factors and it is believed that non-Pilot School teachers
made up the majority of this 20%.
10
. 87% judged the quality of workshops as good or excellent;
also it seemed that school personnel were very supportive
of workshop ideas.
11. Almost 80% felt they had an opportunity to use workshop
ideas in their classes. 96% felt they were able to use
at least some of the things learned in the workshops.
About 8 *1% felt the workshops improved their work in the
classroom. Only 9% felt the workshops had no effect on
their classwork.
12. More than k0% felt they could do a better job of evalu-
ating student achievement as well as instructing
students better now and nearly 60% felt they could do a
better job of individualizing instruction.
13* About 50% of the teachers felt that the Innovation Team's
efforts had helped to improve the academic skills and
attitudes of their students.
The above data strongly supports the contention that the Team had a
significant positive effect on teachers in the Model Cities Pilot
Schools. However, there were also a number of important negative
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observations about the program:
J. Perceptions of the Innovation Team as "change agents"
were not clear-cut. 31% did not perceive them in this
way.
2. About felt they were not consulted on plans for
developing workshops (59% said they were sometimes).
3. Apparently the Innovation Team was not very successful
at offering advice on an individual basis concerning
professional growth. 51% felt this service was not
provided to them.
4. Teachers did not seem to be sure that Innovation Team
members gave enough time or energy to meet their needs.
They seemed more certain about the lack of time than the
lack of energy.
The open-ended responses of teachers on the questionnaire summa-
rized in Table XXI to Table XXIX provided additional data on the impact
of services rendered by the Innovation Team.
Again the data presented in Tables XXI to XXIX are extremely
positive. Close examination of the pattern of open-ended responses
would lead one to the following conclusions:
1. To assure maximum teacher participation in workshop
offerings it is extremely helpful to seek teacher involve-
ment in the planning of workshops, make wide use of visual
aids, provide incentives for participants, arrange for
scheduled reinforcement, and provide for extensive adver-
tising of the workshops.
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table XXI
Summary of Responses to Question ^lO 1
^le ,g° r y Frequency
Increase teacher involvement in workshops 78
*
Provide for the teachers' welfare when planning the
workshop presentations: released time, geographic
location, variety, credits toward graduate studies,
monetary reimbursement, bibliographies for later
reference, etc. jg
Use materials for the workshop presentations that are
multi-media aids, can be appropriated for the
classroom, are concrete, etc. 16
Provide extensive coverage for advertising the work-
shops including: outlines of presentat ions, 1 ast
minute reminders of upcoming presentations, etc. 15
Provide follow up services for the workshop presenta-
tions: discussions, evaluations, talks with
administrators, estimating effects of workshops,
etc. 1
1
Provide workshops on specific topics such as: early
childhood education, reading audio-visual
techniques, new trends in education, etc. 11
Provide top notch personnel to give workshops 7
Miscellaneous: mandatory attendance at workshops,
parent participation, presentations concerning
particular grade level 3
"Assume you are a member of a group organizing a series of workshops
to introduce school teachers to some new ideas in education. What
things would you do to produce maximum participation from teachers
in your school system?"
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TABLE XXII
Additional Responses to Question
Response
Workshop presentors did not include a variety of people of different
ages, years of experience in the classroom, sex, and race
There were no workshop activities for early childhood education
Workshops were geared for upper grades, not for pre- or beginning level
primary grades
All workshop presentations were not applicable to particular classroom
activities of some teachers
"Trained" substitutes were not trained to the point where a teacher
could leave them on their own. Activity plans had to be drawn up by
the classroom teachers which were time-consuming to develop
1
"Why did you not actively participate i n the workshops?"
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TABLE XXIII
Response Frequency
Desire to learn new ideas 30
Desire to learn about new materials, equipment,
texts, methods of teaching 13
Relevance to classroom needs 10
A particular workshop offering was of particular
interest 10
Desire to learn specific techniques dealing with
a subject 9
To learn ways to reach students better 3
*
To grow professionally 3
Curiosity 1
To take advantage of the Innovation Team's efforts
as contemporary consultants in various methods 1
The workshops were worthwhile school projects 1
Innovation Team members were friendly, interesting,
and concerned about the teachers and students 1
To learn to become a change agent ^
Innovation Team members came to our regular faculty
reading workshops
lnWhy did you participate in the Innovation Team workshops?"
table XXIV
Responses to Question ttW
Res P°nse Frequency
Skills and techniques to implement open education
and learning station concepts 32
New ideas in art and music work 25
Photography ideas g
New ideas in science and social studies curriculum 8
Language skills for implementation in the class-
room
-j
Ideas on Black studies ; £
Techniques for implementing "shoe box" learning
stations £
Book writing and making techniques 5
Ideas on how to individualize reading 5
Teaching strategies for individualizing instruction 5
Ideas on behavior modification 5
New ways to present math concepts 5
Self evaluation/realization techniques 3
How to make and set up learning games 3
^"What new skills and techniques did you learn at the workshops to
use in the classroom?"
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TABLE XXV
Responses to Question #46^
Response Frequency
Interests have increased 7
Greater independence 6
No effects 5
Enhanced curiosity 5
Willingness to try new ideas 5
More enjoyment toward school 5
Use of their exposure to new and varied ideas 4
Improvement in reading levels 4
More enthusiasm 4
Increased desire to learn 4
More individualization 4
Better use of material 3
Demand for newer approaches to subject areas 3
Have learned new ways of working together 3
Have learned to accept each other 3
More self-awareness 3
Greater desire to complete projects 3
. ?
Longer attention span • .
More desire for art activities 2
1 12
TABLE XXV (continued)
Responses to Question M6 1
Response F requency
Have learned the proper use of photography
equi pment 2
Have an understanding of community involvement in
education i *
Accomplishment of personal goals 1
More viable 1
Less frustration 1
More knowledge about cultural heritage 1
Improved language skills 1
Have learned how to construct many inexpensive gifts 1
^"What effects
,
if any, do you think the workshops have had on the
students in your class?"
113
TABLE XXVI
Response to Question
Response Frequency
More interest
-j
None
7
Sincere desire to come to school, to participate 5
Better social attitude toward peers 5
Better cooperation 5
More respect for adults
^
\
Greater self-awareness of what they know 4
More sharing of ideas and materials 3
Willingness to help plan activities 3
Increased ability in decision making 2
Appreciation of Innovation Team's and teacher's efforts 2
More inquisitive 2
Eagerness to complete tasks 2
Increased ability to defend actions positively 1
Desire to assume responsibilities 1
Maturity levels have increased 1
More knowledgeable 1
Creativity in subject areas 1
Appreciation of the Black man 1
^
"What affective behaviors, if any, do
you see changing
tt
—
suU of the WO rk done by the Innovat.on
in your
Team?"
students as a
TABLE XXVI I
Responses to Question M9 1
Responses F requency
Vocabul ary skills 8 •
Phonet i c ski 1 1
s
6
'
Ar i thmet i c skills 6
Reading ski 1 Is 6
Inferential thinking skills 3
Listen ing ski 1 Is 3
Comprehension skills 3
Scientific experimentation skills 2 •*
Arts and craft skills 2
Ability to ask questions 2
Better use of resource materials 2
Social studies skills 2
Writing ski 11s 1
Ability to use and handle a variety of materials 1
Better observation questioning 1
Which academic skills have shown improvement as a result of the
Innovation Team's overall efforts?"
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table XXVIII
Responses to Question #56 ]
Response
F renup n rv
ITBS used to diagnose strengths and weaknesses
of students
8
ITBS used for placement purposes
5
ITBS used for teaching situations
3
None
2
ITBS provides information for the forms to be
filled out concerning students 2
j"P lease list the ways in which you currently use the ITBS test results(if at all) for making decisions about students."
TABLE XXIX
Responses to Part B of Question H57 1
Response
Fregu,
Standardized tests are biased against disadvantaged
youth
^
Standardized tests are not realistic 2
Standardized tests should be used which adhere to
the needs of the children being tested 2
If a standardized test related to a child's back-
ground and experience, then it is proper to use
it 2
Standardized tests are useful for diagnosing
strengths and weaknesses 2
Tests should utilize a criterion-referenced
approach 2
a standardized testing program is appropriate in your school?"
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2. Participation of teachers in the workshops were based
upon high level needs or motivation factors.
3. Responses to question 39 indicated a high degree of
success on the efforts of Team members to transmit
competencies in open education and innovative tech-
niques.
4. Although there is a wide range of responses to question
46, more than 90% of the respondents indicate that the
workshops had positive effects on students.
5. The overall responses to questions 47, 49, and 56
indicate that participants in the workshops did note
improvement in academic skills and behavioral changes
in students resulting from the application of workshop
learnings in the classrooms.
Based upon the above findings it is safe to conclude that the
Innovation Team did bring about significant changes in the attitudes
and behaviors of teachers through workshop offerings at the Teaching
and Learning Center, and to a large extent, functioned as change
agents. And by extension of the premise that teacher behavior and
attitude affects students, one can likewise conclude that significant
changes extend to students.
An Analysis of the Data in Terms of the
Participative Change Model
The plethora of new teaching techniques and materials and the
eve i— increasing complexity of life are factors which inevitably
stimulate effective teachers to constantly assess and modify their .
118
behavior. Traditionally, large school systems have utilized
admin i strators/superv i sors to evaluate teachers' performance and to
suggest and encourage any innovations which the supervisors considered
worthwhile.
The documented impact of the Innovation Team warrants further
investigation into the use of teachers as change agents with their
peers. According to Kurt Lewin (1947) the process of providing a
person with new patterns of behavior is most likely to occur by one of
two mechanisms: identification and internalization. Identification
occurs when the person is provided with a model or models whose
behavior he can emulate. Questionnaire responses suggest that the
Innovation Team's teaching experiences provided perspectives and
experiences which the teachers found relevant to their classroom needs.
The commonality of experiences elicited from teachers' perceptions of
mutual identification between themselves and the Team. It seems
reasonable to assume that this rapport would enhance the identification
mechanism utilized in the change process. Teachers, rather than
administrators or supervisors, may be more effective change agents
with other teachers, where identification is stronger with peers rather
than superiors.
Hersey and Blanchard's (1972) participative change model provides
an appropriate framework with which to examine the effectiveness of
peers as change agents. The participative change process involves
making knowledge available to the person or group in order to event
ually elicit a positive attitude, commitment, and actual behavior in
H9
the direction of the desired change. As opposed to the coerced
change cycle where change is mandated by authority, the partici-
pative change cycle utilizes group problem solving techniques.
Participative change cycle ,requi res a mature individual or group
and tends to be slow and evolutionary; but once accepted the
effects of the process tend to be long lasting.
The responses of the sampled teachers indicate a certain
degree of group maturity in terms of willingness to change and
job experience. It is likely that many public schools have teachers
whose job maturity would be appropriate for the effective utili-
zation of the participative change cycle by informal peer leaders
with personal power.
Almost one-half of the workshop participants who responded to
the questionnaire felt that the humanistic and open education
experiences which they learned from the Team made significant
attitudinal and academic impacts on their students. Most of the
teachers taught early elementary grades, kindergarten to third grade.
It would be interesting to study the impact of these educational
innovations on ‘older students. The innovative programs emphasize
such areas as problem solving, decision-making skills and values
clarification. The impact of these areas may be far reaching for
older students who in many cases, must grapple with individual and
group conflicts centered around such issues as students' rights,
new desegregation efforts and the lowering of the age requirements
for voting, abortions and other major life situations.
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Since the issues of change and peer influence are saiient ones
m terms of teachers and students, concerted efforts to apply viab)e
theories in these areas may provide effective means of coping with
"any current problems in the realm of the teaching-
.earn ing process.
Summa ry
The overarching goal of the Innovation Team was to have a corps
of highly trained teachers provide conceptual, human, and material
'
resources to other teachers in order to initiate and support new,
more effective teach ing- learn ing styles. The goal was translated
into more specific objectives toward which the Team worked.
The data indicate that the Innovation Team was successful in
reaching its objectives. The positive impact of the Team was
reflected in the number of workshop participants, as well as non-
participants who exchanged ideas with the Team, utilized the Team's
services, subsequently modified their classroom techniques in line
with the Team's philosophy and found the attitudinal and academic
effects of these changes to be positive.
121
CHAPTER VI
SUMMARY, CONCLUSION AND RECOMMENDATIONS
S umma ry
The primary purpose of this study was to examine and to report on
the effectiveness of the staff development thrusts of the Baltimore'
Pilot Schools Project. The vehicle for pursuing staff development was
the Innovation Team, whose members were considered instruments for
change or change agents. An attempt was made to describe some of the
major activities undertaken by the Team as it sought to initiate
change and to describe the Team members as internal change agents.
Appropriate literature was also reported which provided a theoretical
base for the Innovation Team concept.
The process of planned change and the inclusion of innovations in
school systems have become increasingly recognized as crucial phe-
nomena in American education (Miles, 196*0 . The role of the change
agent very much determines the extent to which change can be
initiated and influenced (Lippit, 1958). In the earlier chapters, an
attempt was made to assess the impact the Team had upon the Project
schools, particularly in the Team's functioning as change agents. As
a result of this activity, it is possible to derive a number of
conclusions about the use of a team intervention in a major school
system. The conclusions are presented in the last two sections of
this chapter.
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Concluding Remarks
Underlying the understanding of organizations is the implicit
notion that change is a natural phenomenon and that change will occur
whether it is willed or not. Chin and Benne ( 1969 ) in their discus-
sion of changes in human systems consider changes planned when "...
attempts to bring about change are conscious, deliberate, and intended,
at least on the part of one or more agents related to the change
attempt. They further identify one common element in all approaches
to planned change "...the conscious utilization and application of
knowledge as an instrument or tool for modifying patterns and for the
institution of practices." v
That these factors played a vital role in the development and
operation of the Innovation Team was evident throughout the evaluation
data. Teachers working with the Team rendered data to substantiate
the value of the Team's conscious and deliberate efforts toward
effecting change. They indicated high concern for involvement in
planned staff development activities. Furthermore, the data reveal
that the extent of teachers' involvement in planned change was
instrumental in aeterming the degree of their participation in the
act i vi t i es
.
Systems susceptible to change manifest a set of unique character-
istics. These characteristics are exhibited through the interaction
of two major components of the organizational setting: personality
and expectations. Hersey and Blanchard (19^9 p- 10) expand these
environmental variables to include:
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"Leader's personality
Followers' personalities
Superiors' personalities
Associates' personalities
Organization's personality
Leader's expectations
Followers' expectations
Superiors' expectations
Associates' expectations
Organization's expectations
Job Demands and Time"
Recognizing the above situational variables, the Innovation Team
analyzed the characteristics of the schools' organizational environ-
ments prior to making interventions to determine strategies relevant
to task or relationship behavior. Teacher responses to open-ended
questions revealed that the organizational diagnosis enabled the Team
\
to be very effective in the delivery of services, both human and
mater i a 1
.
An examination of the evaluation by teachers reveals that much
of the success of the Team was attributed to the client-responsiveness
of the Team. The Team made its services and materials available at
the request of teachers, and teachers availed themselves of the Team's
services on a voluntary basis. Team-developed workshops centered on
teachers' identified concerns, and teachers were included in the
planning process. The availability of resources, human and material,
enabled the creation of model schools with rich learning environments.
As a central resource staff to facilitate change, the Team had a
noticeable, although limited, impact. The Team encouraged many
teachers and some administrators to experiment with new behaviors.
The short life of the Project might have accounted for some of the
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limitations of this area, however, Team success can be measured in
other ways. Since the termination of the Project, the school system
has created an Office of Staff Development under the direction of the
investigator and staffed by former Team members. Persons previously
serving as Innovation Team members are currently directly influencing
a variety of staff development activities within and outside of the
Baltimore City Public School system. Of the sixteen Team members,
only four are presently classroom teachers. Seven work in the Office
of Staff Development with the investigator and have expanded the
impact of Team concept to include city-wide staff development activ-
ities; one former Team member serves as special assistant to the
Superintendent of Public Instruction ; one former member is administra-
tive assistant to the Deputy Superintendent for Executive Matters;
one is the Director of Human Relations in a county school system;
another former member is Assistant Director of the Division for
Handicapped Children with the State Department of Education; and one
former Team member recently earned a Ph.D. in psychology.
These persons continue in constant communication with one
another through monthly meetings and other informal mechanisms. They
persist in functioning as agents of change. The scope of their present
assignments, however, enables them to impact a larger target group.
The Team experimented with decision-making models involving
administrators and teachers. Specific workshops and seminars were
sponsored for administrators in an attempt to have them examine
their
behaviors and seek new ways of engaging staff in ownership of
the
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schools' programs and activities.
As staff development agents in individual schools, Team members
organized local staff development teams. These teams conducted
on-si-te workshops and provided direct support to teachers in particular
schools. This support addressed attitudes and self-concepts of
teachers as well as instructional skill development. The Team
contributed to the formulation of models and plans for teacher train-
ing throughout the system. As part of that process the Team assisted
supervisors in planning and conducting workshops, assisted in the devel-
opment of other staff development programs such as Teacher Corps and the
Urban/Rural School Development Program.
Recommendations •>
After a careful examination of the Innovation Team's training and
development, the Team's operation and a study of the evaluation results
of the effectiveness of the Innovation Team, the following recommenda-
tions seem justified.
1.. A team has been defined as a number of persons associated
.
together in work or activity. To be effective as a group,
group maintenance activities must be established as a
functional part of the group's operation. Group mainte-
nance refers to allotting specific time for the group to
, >
examine individual and group behavior - to examine how the
group is functioning and to determine those behaviors
mitigating against group objective accomplishment and
group growth'.
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2. Reversing the downward spiral in urban education through
staff revitalization is indeed a difficult task. It is
apparent that changes in teacher education are going to
be carried out basically by persons already in the school
Those who have the interest, desire and ability to
perform the new roles will have to be identified and
provided opportunities and climates conducive to making
changes. Recognizing that individual staff members will
display variations in their willingness and abilities to
change, it seems clear that care be taken not to attempt
to convert those who cannot or will not operate in new
roles. There must be alternative programs to fit the
individual styles of faculty, teachers and students.
Teachers' willingness to change and the lack of resis-
tance to change demonstrated by principals and other
staff suggest that public schools may not be as stagnant
and inflexible as sometimes presented. Perhaps the
approach to the change process has not always been the
most sensitive or productive. The use of more appropri-
ate change models could create exciting educational
laboratories out of programs which were previously
uninteresting and irrelevant to teachers and students.
3. One crucial factor teachers faced in the implementation
new ideas and approaches was the local school adminis-
trator. Teachers have a right to expect administrators
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to take the steps necessary to provide them with a
clear picture of their new role expectations; to
adjust organizational patterns to make them compat-
ible with the innovation; to provide teachers with
necessary retraining experiences needed if the
capabilities for implementing the innovation fall
short; and to provide the resources necessary to carry
out the innovation. The extent to which administrators
recognize these expectancies, devise strategies from
these expectations and conform to them, will have a
direct bearing on the degree to which teachers
implement organizational innovations. It is recom-
mended that top and middle level management become
involved in organizational development activities
prior to attempting organizational changes at the
classroom level .'
4. The possibilities of administrators or other formal
leaders with personal power utilizing this model can
be explored. In many cases, the use of peer influ-
ence and two-way communication may be more effective
than more traditional or coerced change models.
5. A further recommendation is that the team approach to
staff development should build in a feedback mecha-
nism to identify and cope with barriers and problems
arising during the period of attempted implementation.
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A programming of educational experiences which affords
intervals for feedback into the system increases the
effectiveness of the implementors of the innovations in
adjusting change strategies.
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APPENDIX A
THE TEACHERS' ASSISTANTS
TRAINING PROGRAM
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OUR WORKSHOP PHILOSOPHY
• The first area of concern is for participants to be actively
involved in all workshops. We desire participants to assume the role
of the learner. However, in the case of the teachers' assistants
workshops, they will assume the role of the teacher as well.
It is our desire for workshop participants to have the necessary
materials to immediately initiate their learnings in the classroom.
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A DESCRIPTION OF TEACHERS' ASSISTANTS WORKSHOPS
The teachers' assistants will become familiar with necessary
teaching techniques, various materials and enrichment activities. They
will have various opportunities during the workshops to demonstrate
their learnings prior to entering the classroom.
As a result of their training, the teachers' assistants will gain
insight into various principles of learning.
1. Learning takes place in several different stages
and ways.
2. Each child learns at his own rate*
3. Motivational factors affect the efficiency of
all learning.
There will be time allotted for the assessment of the day in the
form of feedback to insure fulfilling the needs of the group.
GOALS AND OBJECTIVES
To develop a training program for teachers' assistants that will
enable them to function successfully in the role of classroom teachers.
OBJECTIVES
I. To provide an instrument through which teachers' assistants may
develop an awareness and understanding of themselves and others.
A. Strategy: To conduct a human relations workshop which
will be designed to aid teachers' assistants in:
1. Finding techniques to keep feelings at an operational
level
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2. Modifying hostilities
3. Understanding anxieties
4. Providing experiences that will help them under-
stand themselves and others
U. To provide experiences that will help teachers' assistants gain
competencies in classroom management and develop an awareness of
practical behavior modification techniques.
A. Strategy: To provide experiences that will help the teachers'
assistants gain knowledge in the emotional,
intellectual, and social behavior of the child.
III. To provide training that will enable teachers' assistants to
initiate and implement functional techniques for teaching.
A. Strategy: To provide teachers' assistants with skills,
procedures, and techniques in content areas through
workshops, demonstrations, and the use of various
educational materials.
IV. To make provisions for continuous assessment and evaluation, and
to gain an understanding of the implementation of these tools.
DESCRIPTION OF HUMAN RELATIONS WORKSHOPS
This human relations workshop is designed to provide the teachers'
assistants with a basis for developing an awareness and understanding of
themselves and others. The learnings that will evolve from the workshop
will aid teachers' assistants in:
1. finding techniques to keep feelings at an operational
level
.
2. modifying hostilities, and
Time
will
be
used
for
evaluation
and
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3* understanding anxieties
Because these learnings cannot be fully understood and implemented
in a matter of days, this process will be continuous.
AUDIO-VISUALS WORKSHOPS
The audio-visuals workshop will be designed to aid the teachers'
assistants in developing competencies in the operation of various types of
of equipment used in the school curriculum. They will be expected to
use such equipment as the:
tape recorder
overhead projector
sound projector
language master
film strip projector
1 istening posts
record player
duplicating machines
The teachers' assistants will also be taught various techniques for
incorporating these materials into the instructional program. The
techniques for implementation will include: why to use, how to use, and
when to use audio-visual materials.
INNER-CITY SIMULATION WORKSHOP
Through the use of film and visitation to schools, the teachers'
ass i stants wi 1 1 encounter carefully selected classroom problems. The
group will be involved with solving these problem. This problem
solving will include the following procedures:
1. small group meetings in which individuals project
135
their solutions and defend them, and
2. large group discussions in which the total group
reviews the various solutions and the consequences
of each.
It is hoped that as a result, the teachers' assistants will gain
an understanding of what it is like to teach in an urban situation in
which there are disadvantaged children.
This experience will help the teachers' assistants to know them-
selves better and to understand the inner-city child. Each participant
will learn more about his particular value system as others react to
his behavior and problem-solving techniques.
This workshop will also include a study of professional materials
normally available to teachers such as cumulative records, attendance
forms, etc.
LANGUAGE EXPERIENCE APPROACH WORKSHOP
This workshop will be designed to help the teachers' assistants
in recognizing the need to have the child express himself. Everyone
has a language and wants to share it. We will help the teachers'
assistants to become more aware of the child's language in regards to
helping the child learn to read, speak, listen, and write more
effectively. Teaching children to read in their own language is very
important since this is their life style. Materials used will be
vivid and real i sti c to the child. It is hoped that we will have
techniques of presenting this material to meet the needs of children
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from kindergarten through the sixth grade.
We will use pictures, objects, and observations from surroundings.
We will use these materials to get words that can be developed into
stories made up of sentences and ideas that are meaningful and compre-
hensive.
FIRST MATHEMATICS WORKSHOP
This is the first of three workshops in mathematics. It will be
devoted to helping the teachers' assistants gain an understanding of
the basic arithmetic skills -- addition, subtraction, multiplication,
and division. It will be designed to give them an adequate fundamental
background of these skills. The mathematics textbooks will be used.
We hope to be able to give examples of ways to cope with older
children who may have missed these skills or have grown tired of the
conventional methods of doing these skills.
INDIVIDUALIZED READING WORKSHOP
This workshop will be designed to help the teachers' assistants
gain some insight into how to teach reading on an individualized basis.
It is not necessary for the entire class to read the same type of
materials. There are as many interests in a classroom as there are
children. We want the teachers' assistants to see how these interests
can be incorporated in reading.
We hope to involve the assistants in activities that will be based
upon self-selection and self-pacing, with some direct teaching and
follow-up in small groups, using basal readers, library books, paper-
back books, Sight and Sound readers, newspapers, The Weekly Reader
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Reading Series, etc.
LANGUAGE ARTS THROUGH BLACK STUDIES WORKSHOP
The language arts workshop will be designed to make the teachers'
assistants aware of various approaches to the development of language
arts skills. Much of this development will be through the language
experience approach, whereby the child will be able to relate his envi-
ronment to the learning situation. The primary focus will be centered
around Black Studies. The teachers' assistants will have the oppor-
tunity to demonstrate their skills as well as observe these skills
being taught.
It is hoped that through this correlation of social studies with
language arts the child will not only gain competence in communication
skills, but also a better awareness of himself and others.
LITERATURE, ART, MUSIC, AND PHYSICAL EDUCATION
THROUGH BLACK STUDIES WORKSHOP
This workshop will be designed to make the teachers' assistants
aware of ways in which the teaching of music, art, literature, and
physical education can be made interesting through Black Studies.
They will be shown how through a study of Negro poetry -- the
child will be able to compare dialect to standard English, thereby
leading to improvement in his own language patterns.
Music and art of the past are directly related to contemporary
styles.
Physical education activities are encompassed in the everyday life
of the child.
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The teachers' assistants will gain knowledge of the various black
personalities involved in these areas, both past and present.
Hopefully, these activities will be made relevant to the life
style of the child and that through these studies the child will
develop an awareness of, and appreciation for his own environment.
MATHEMATICS MANIPULATIVE DEVICES WORKSHOP
This mathematics workshop will be geared toward helping the
teachers' assistants gain more confidence in the use of such manipu-
lative devices as Attributes Blocks, Cuisenaire Rod, Geo-blocks,
Geo-boards, Color Cubes, People Pieces, Creature Cards, Tangrams, and
Knowledge blocks.
These devices provide concrete experiences in numbers, sets, logic,
and simultaneous and sequential thinking. Inherent in the use of these
devices will be: an introduction to the processes of addition, subtrac-
tion, multiplication, division, geometry, problem solving, classification,
identifying relationships between classes and discrimination.
The assistants will use these materials in order to build a
fundamental understanding of them and to learn how they can be incorporated
into the classroom learning experiences.
MADISON MATH WORKSHOP
This workshop will be designed to give the teachers' assistants a
"store-house" of supplementary math activities which can be used to
help make their experiences in the classroom more interesting and
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successful. They will be exposed to a variety of games that are used
in the Madison Math programs, and will have the opportunity to demon-
strate these games themselves.
Some of the mathematics games will include:
Pebbles in the Bag
Pet Shop
Find My Friend
Tic-Tac-Toe, etc.
Inherent in the use of these games will be the development of
concepts in negative and positive numbers, reinforcement of skills in
the basic operations of addition, sobs tract ion, multiplication, and
division and development of skills in problem solving.
READING WORKSHOP
The Basal Series
This workshop is designed to prepare the teachers' assistants to
teach reading effectively through the use of the basal reader. The
workshop will concentrate upon the development of essential teaching
techniques and various understandings that are necessary to use the
basal reader successfully.
Phase I ~ Observation
The teachers' assistants will see three demon strati on lessons:
1. the introduction of a new story
2. work-development
3. comprehension skill
1 AO
As a result, the teachers' assistants will begin to become familiar with
the teaching techniques that are required for several types of lessons
and the sequential order of instruction stressed by the base.
Phase II - Discussion
Following each demonstration lesson, there will be time allowed
for discussion of the lesson. During these periods the teachers'
assistants will gain an insight into several principles of how a child
learns to read.
Phase 111 ~ The Guide
The teachers' assistants will be exposed to the various guides.
A brief study and comparison will be. made of each so that the teachers'
assistant will be able to understand and teach from a variety of basal
teachers' guides.
This phase will emphasize understanding, interpretation, and use
of materials suggested by the teachers' guide.
At the end of the workshop each teachers' assistant will receive
a booklet containing sample lesson plans, suggestions for motivational
techniques, and ideas for enrichment activities. These materials will
be discussed during the workshop.
ELEMENTARY SCIENCE STUDY WORKSHOP
This workshop is designed to expose the teachers' assistants to
this approach to science by direct involvement through exploration
and discovery. Since this approach allows each person to have and
handle his own materials for independent experimentation and manipu-
lation, the teachers' assistants will get a real feel for the
Hi
techniques of presentation. It is hoped that they will be able to
correlate this with other content areas. We want to expose them to
units designed to interest children of various age and ability levels.
We will present such units as "Batteries and Bulbs." "Light and
Shadows." "Colored Solutions," "Mystery Powders."
5
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APPENDIX B
The Baltimore Innovation Team
Presents
The Thi rd
Series of Workshops
May 1972
BALTIMORE INNOVATION TEAM
Model Cities Pilot Schools
April, 1972
Dear Teachers:
During the month of May, we wi 1 1 conduct the third and final series
of workshops for the school year 1971-72. Attached are descriptions
and other pertinent information concerning each workshop.
The Innovation Team has repeated workshops in which you showed special
interest. We have also included seven new workshops. We hope that
you will continue to offer your suggestions for the inclusion and
improvement of workshops.
THE INNOVATION TEAM
SUBSTITUTES
A cadre of twenty-four substitutes have been trained for your
convenience and to insure that the learning atmosphere in your class-
room is continuous. The team will provide substitutes for your class-
room on the days of your workshop attendance. You will receive
confirmation of your acceptance in the workshop. These confirmations
will be delivered by Innovation Team members and will be placed in your
ma i 1 box.
INSURING A VALUABLE DAY
Leave a schedule for your daily classroom activities and a focal
point for each of the content areas. Perpare the children by telling
them that you will be away and what you will be doing. When you return,
share with them some of the things you did and talked about in the
workshop
.
OUR WORKSHOP PHILOSOPHY
The workshops are designed to give the participant a working
knowledge of the philosophy and use of the presented programs. We feel
that understanding is encouraged by actually experiencing and working
with new programs and materials. Thus, it is our interest that all
participants take an active part in workshops while assuming
of the learner. Materials necessary to implement these programs into
various classrooms will be distributed to each workshop participant.
Teachers are encouraged to dress casually for workshops at the Center.
SPECIAL THANKS
The Innovation Team would like to thank those teachers who attended
workshops and shared their materials with other teachers who
attended
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the same workshop. (e.g. the leathercraft kit - one per school). It
is hoped that this attitude of sharing is continued.
INSTRUCTORS AND FOLLOW UP
The instructors in the workshops represent many resources:
universities, regional education laborator i es
,
teachers from other
schools in the area, Innovation Team Members, and classroom teachers
from our own schools.
ASSISTANCE TO TEACHERS AS INDIVIDUAL S
Don't forget! If you need teaching assistance, you don't have to
wait for a workshop. Talk with the team member of your choice to
arrange for what you need in your classroom, or arrange for an educa-
tional day with a teacher who is strong in the area in which you wish
to be strengthened. The Learning Center is open until 4:30 P.M. each
day for you to browse, obtain materials, and to make things. The Center
is also available for groups of teachers wanting to meet after school
hours
.
MONDAY, MAY 1, 1972
ART WITH A DASH OF SPICE
This workshop is designed to put the child in the role of learner
and teacher. Three children will be selected from each school
to
represent the fourth, fifth, and sixth grades.
The children will be exposed to the various techniques of
Indian
tie-dying, Chinese silk screening, and puppetry.
After these experiences, each representative will share
these
activities with the children in his school.
1*4 6
INSTRUCTOR: Lerna S. Hoes
LEVEL: 4-6
TUESDAY, MAY 2, 1972
OPEN EDUCATION
There is no pat definition or formula for an open classroom because
it evolves from a particular teacher's individual style and her relation-
ship with the individuals in her class. Yet, there are certain
similarities among open classrooms which will be presented and discussed.
Participants will visit an open school by way of film. There will also
be an opportunity to examine and make classroom learning stations.
Casual dress is suggested as some activities may require bending or
stooping .
INSTRUCTOR: Gloria Streat
LEVEL: K-6 *
WEDNESDAY, HAY 3, 1972
CONCEPTS IN SCIENCE
This workshop will enable teachers to become proficient in the use
of the Classroom Laboratories which are currently available in all
of
the Model Cities Pilot Schools. Teachers will be actively
involved in
investigations and experiments.
INSTRUCTOR: James Parson
LEVEL: K-6
THURSDAY. MAY *4 , 1972
AUDIO-VISUALS
The use of video equipment and techniques in
the classroom enhances
the learning experiences for both the teacher
and the student. This
workshop is designed to introduce the teacher
to the technical aspects
1**7
of video recording as well as exploring meaningful uses of the equip-
ment as a part of an opt ion -f i 1 led learning experience.
INSTRUCTOR: Dick Steinke
LEVEL: K-6
MONDAY, MAY 3, 1972
"TEACHING STRATEGIES TO DEVELOP CHILDREN'S THINKING"
These workshops are being offered as a course for graduate credit
through the United States International University in California.
Participants will be exposed to inductive teaching strategies which
they will employ as follow-up in their classrooms. The four general
areas to be covered are: "Concept Development," "Interpretation of
Data," "Application of Generalizations," and "Feelings, Attitudes, and
Values." These workshops will continue in the fall, at which time
participants will be expected to complete course requirements.
INSTRUCTOR: Lana Powell
LEVEL: K-6
MONDAY-WEDNESDAY, MAY 8-10, 1972
CULTURAL ARTS
The general purpose of the workshop is to familiarize teachers and
other interested individuals with detailed aspects of the traditional
dances and music of Africa, concentrating in the area of West Africa. The work
shop will provide ideas and means by which the acquired
knowledge may be
practically applied to classroom situations on a creative and functional
basis. This is a three day workshop. This workshop has
been designed to
include physical education, art, and music resource teachers.
CasuaJ_
dress is a must.
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INSTRUCTOR: Melvin Deal
Director, New Thing African
Heritage Dancers and Drummers
LEVEL: K-6
THURSDAY, MAY 11, j 972
DRAMATICS WITH LITERATURE
Participants will engage in a variety of activities which fuse
dramatics with literature. Choral speaking, role playing, dancing to
interpret poetry, composing of poetry, and sensory and kinesthetic
dramatic play will be highlighted in this language-oriented workshop.
INSTRUCTOR: Louise Shepherd
Librarian, Baltimore City Public
Schools
LEVEL: K-6
MONDAY, MAY 15, 1972
MAKING MATH AIDS
Participants will be exposed to many mathematical teaching aids
designed for skill development and reinforcement. Teachers will be
given the opportunity to construct devices applicable to small group
and individual instruction. Each represented school will receive the
Experiences in Mathematical Ideas teach i ng package wh i ch w i 1
1
give
further assistance in designing math aids.
INSTRUCTOR: Dorothy Simpson
Pat r i ci
a
Gi 1 1 ings
LEVEL: K-6
MONDAY, MAY 15, 1972
"TEACHING STRATEGIES TO DEVELOP CHILDREN'S THINKING"
See May 8, 1972
WEDNESDAY, MAY 17, 1972
OPEN CLASSROOM
The concept of active learners and active teachers is the philosophy
on which this workshop is based. Activities include discussion of
issues involved in open education such as: teacher-pupil relationships,
choice, responsibility, goal -setting, and record keeping. Participants
will have an opportunity to create activities to be used in their class-
rooms. Come prepared for the creative exchange of ideas, techniques, and
problems. Since the same topics will be discussed, May 2 workshop
participants may not choose to attend this session.
INSTRUCTOR: Brenda Hines
LEVEL: K-6
FRIDAY, MAY 18, 1972
QUESTIONS OF CONCERN TO YOU: PAYROLL/RETIREMENT
What provisions are made for overtime?
- How is sick leave accumulated? What about 1/2 days?
- Is family illness and/or death charged against your sick leave?
- What is the difference between the city and state retirement
systems?
This workshop will deal with answering the above questions
and others
which are of concern to you.
INSTRUCTORS: Marinette Rosenfeld,
Senior Payroll Supervisor
William McClean, Supervisor
of Personnel
MONDAY, MAY 22, 1972
MATH-SCIENCE LABORATORY
Parti cipants will be introduced to methods
of interrelating math
and science skills so that they can be
taught as one subject rather than
separate units. The will be exposed to
various materials which will
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involve this relationship,
construct activities which
ized instruction.
There will be an opportunity to create and
could be used for small group and individual-
INSTRUCTOR: Troy Ryce
Dick Steinke
LEVEL: K-6
TUESDAY, MAY 23, 1972
ON BEING A WOMAN - SESSION II (Limited to participants of Session I)
How can you discover the nature and extent of your own potentiali-
ties? How can you motivate yourself to develop these potentialities?
Factors wi thi n a person that deter actualizing the potential include a
lack of self-understanding, ingrained habit patterns, suppression of
spontaneity, lack of clearly defined life goals, lack of motivation, and
the fear of risking self. These areas will be examined and positive
measures to overcome these obstacles will be suggested.
INSTRUCTOR: Betty Merrill
WE DNESDAY, MAY 24, 1972
BRAIN TEASERS: PUZZLES
Can you find the fifth term in the following series: 77, 49, 36,
18...? Can you think of a four letter word ending in ENY? Bill and
his brother Jim have combined ages of 30. In fourteen years time, Jim
will be three times the age of Bill is now. How old is Jim? Sharpen
your wits and come prepared to enjoy yourself while you make a
collection of brain puzzles for your Class.
INSTRUCTOR:. Betty Merri 1 I
Frances El 1 ington
LEVEL: 4-6
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THURSDAY. MAY 25. 1972
SOCIAL STUDIES
w.th education moving toward correlated and integrated curriculum,
social Studies, hopefully, wi I I begin finding its way into ^hematics!
reading, and science lessons. During this workshop, participants wi 1
1
be examining new concepts in social studies, sometimes as students; and
discussing how these new concepts can be taught in conjunction with
other subject areas.
INSTRUCTOR: Gloria Streat
LEVEL: K-6
TUESDAY. MAY 30. 1972
CHILDREN DIRECTED WORKSHOP
This workshop features and highlights the activities presented
during the Cultural Arts Workshop, May 8-10.
Students from various schools will demonstrate their skills gained
through their classroom cultural arts activities, The workshop wi 1
1
give teachers an opportunity to study student application of music,
art, and dance, with hints on how it relates to the formal curriculum.
INSTRUCTOR: Lester Brown
LEVEL: 3-6
WEDNESDAY, MAY 31, 1972
READING DEVELOPMENT AND LANGUAGE EXPERIENCE
In this workshop, participants will be actively involved in a
learning language experience. Techniques and values of the Language
Experience Approach as it affects reading development will be emphasized.
INSTRUCTOR: Dr. Robert Wilson
University of Maryland, College
LEVEL: K-6 Park
~
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MONDAY, JUNE 5, 1972 •
"TEACHING STRATEGIES TO DEVELOP CHILDREN'S THINKING"
See May 8, 1972
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REGISTRATION FORM
FOR
BALTIMORE INNOVATION TEAM
WORKSHOP
NAME OF APPLICANT:
SCHOOL NUMBER: ROOM NUMBER
HOME ADDRESS:
HOME TELEPHONE:
GRADE LEVEL: CLASS S I ZE
WORKSHOP DESIRED:
WORKSHOP DATE:
SPECIAL INSTRUCTION TO THE TEACHER:
(TO BE COMPLETED BY THE INNOVATION TEAM)
WORKSHOP CONFIRMATION
NAME OF WORKSHOP :
DATE OF WORKSHOP:
APPLICANT'S NAME:
SCHOOL: GRADE LEVEL
ROOM NUMBER:
TEACHER'S ASSISTANT ASSIGNED:
*NOTE : THIS HALF OF THE FORM WILL BE RETURNED TO THE
TEACHER AND A COPY
SENT TO THE PRINCIPAL PRIOR TO THE SCHEDULED WORKSHOP
DATE.
15 ^
APPENDIX C
A Questionnaire to Assess the Impact
of the Innovation Team on the Baltimore
Model Cities Pilot Schools
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A Questionnaire to Assess the Impact
of the Innovation Team on the Baltimore
Model Cities Pilot Schools
In an attempt to determine the extent to which the Innovation Team
of the Baltimore Model Cities Pilot Schools has had an impact on the
schools, a group of researchers from the University of Massachusetts were
commissioned to develop a questionnaire that would be administered to
teachers involved with the Innovation Team.
The i n format i on co 1 1 ect ed will he 1 p to p rov i de qu i de 1 i nes for i mp rove*
ments and changes in any future activities. We, the refore, encourage you
to answer questions complete ly and honestly
. It is not necessary for you
to indicate your name at any place on the questionnaire. Responses will
be held in str i ctest confidence.
Please indicate your answer to each question by circling the number
beside your choice. For some questions you will be asked to provide
short written answers. Remember there are n£ correct answers. You should
indicate your true feelings
Section I - Genera.l Background
t
1. What is your sex?
2. What is your age?
3. How many years teaching experience have you had?
4. Have you earned a Master's degree?
(1) Yes ( 2 ) No
5. If your answer to Question 4 was yes , how many credits beyond your
Master's do you have?
6. If your answer to Question 4 was n£, how many credits beyond your
Bachelor's degree do you have?
7. If applicable, please fill in the date of completion of the last
graduate course taken:
__
month_____ year
8. What is the name of the school you teach at?
9. Wh i ch grade (s) do you teach?
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10. Assume you are a member of a group organizing a series of workshops to
introduce teachers to some new ideas in education, './hat things
would you do to produce maximum participation from teachers in your
school system?
0 )
(2 )
(3)
.
4)
,
(5)
Overal 1 , how woul
d
you rate the quality of such innovation as "open
education," "humani st i c curriculum" and "personalized instruction"?
(1) Excel lent
(2) Good
(3) Fai r
(4) Poor
How would you rate the general quality of education for the students
in your school?
(1) Excel lent
(2) Good
(3) Fa i r
(4) Poor
How would you rate the enthusiasm for learning of students in your
classes?
(1) Excel lent
(2) Good
(3) Fai r
(4) Poor
1 4. Jo what extent have you modified your teaching style during the last
three years?
(1) To a great extent
(2) To a moderate extent
(3) To a 1 i mi ted extent
(4) Not at all
Section 111 ~ Questions on the General Activities
of the Innovation Team
15. Do you feel an attempt was made to acquaint you with the
purpose^ of
the Innovation Team and their workshops?
(!) yes (2) No (3)
Unsure
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16 .
17.
18 .
19.
20 .
21 .
22 .
23-
24.
25.
26 .
27 .
Since the implementation of professional half-days and workshops
in your school, do you find you have better communications with
the other staff members?d Yes U) No ( 3 ) Unsure
To what extent did you utilize the services of the Innovation Team?
(1) To a qreat extent
(2) To some extent
(3) To a minor extent
(4) Not at a 1 1
Do you feel the Innovation Team was meeting your classroom needs
through their workshops?
(1) Yes (2) No (3) Unsure
Do you feel the Innovation Team's overall efforts made you more aware
of a need for change in the present system of education?
(1) Yes (2) No (3) Unsure
Did you perceive the Innovation Team as "change agents" within the
Baltimore School System?
(1) Yes (2)
x
No (3) Unsure
Did you and the Innovation Team members exchange ideas on how to
improve activities in your classroom?
(1) Always (2) Sometimes (3) Never
Did Innovation Team members consult you before planning and imple-
menting workshop presentations?
(1) Always (2) Sometimes (3) Never
Were Innovation Team members receptive to your suggestions for
additional workshops and training on particular topics?
(1) Always (2) Sometimes (3) Never (4) Not applicable
Did you identify with the Innovation Team members?
(1) Yes (2) No (3) Unsure
Do you feel the Innovation Team members identified with you?
(1) Yes (2) No (3) Unsure
Did Innovation Team members offer you advice on an individual basis
in your professional growth (college courses, outside workshops, etc.)?
(1) Always (2) Sometimes (3) Never
How did you judge the will innness of Innovation Team members to work
with you? (Circle all which apply.)
(1) By their availability
(2) By their desire to exchange ideas with me
(3) By their genuine interest in my particular problems
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(4) By their willingness to stay after hours to help me work on
an activity
(5) By their follow-up on the questions I asked
(6) Other
28. Do you feel the Innovation Team members gave enough time to meet
your needs for the classroom?
(1) Yes (2) No (3) Unsure
29. Do you feel the Innovation Team members gave enough energy to meet
your needs for the classroom?
(1) Yes (2) No (3) Unsure
30. How did you judge the capab i 1 i t i es of the Innovation Team members?
(Circle all which apply"*!
(1) By their good ideas
(2) By their past record of achievement
(3) By their hard work and conscientiousness
(4) By their understanding of problems
(5) By their follow-through from start to finish on a project
(6) By the number of years teaching experience they had
(7) Other
31. What were your feelings concerning the level of competence of the
Innovation Team? *
(1) They did their work at an extremely high level of competence
(2) They did their work competently
(3) They did their work with little competence
(4) They did their work with no_ competence
32. During the last two years, to what extent did you participate in the
Innovation Team workshops?
(1) I participated in al
1
workshops
(2) I participated in most workshops
(3) I participated in some workshops
(4) I participated in few workshops
(5) I participated in none of the workshops.
If you circled 1, 2, or 3 to Question 32 , go to 34 ; otherwise
go to Question 33 .
33.
Why did you not actively participate in the workshops? (Circle all
which apply.;
(1) I could not get release time from my school
(2) The worKsnops were too time consuming
(3) The administration was against the idea
(4) I would not have learned anything new at these
presentations
(5) The Innovation Team did not teach things
that were relevant to
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my classroom activities
(6) I could not receive in-service credit for the workshops
(7) Other
. Go to Question 55 in Section IV - Questions on the Iowa Test of
Sasi c Ski 1 Is
34. Why did you participate in the Innovation Team workshops?
35* Overall, how would you rate the quality of the presentations at
the Innovation Team workshops?
( 1 ) Excel 1 ent
(2) Good
(3) Fair
(4) Poor
(5) Bad
36. Who in your school supports your use of workshop ideas? (Circle all
whi ch apply.
)
(1 ) The pr inci pal
(2) The senior teacher (s)
(3) The other teachers
(4) The teacher aides
(5) The students
(6) No one
37 . Who in your school gives you trouble in your attempts
to use work-
shop ideas? (Circle all which apply.)
(1) The principal
(2) The senior teacher(s)
(3) The other teachers
(4) The teacher aides
(5) The students
(6) No one
38. Do you feel you developed enough skills from
the workshops to be
able to present similar workshops?
(1) Yes (2) No
(3) Unsure
161
39. What new skills and techniques did you learn at the workshops to use
in the classroom? (Please list below.)
( 1 )
(2 )
(3)
(4
(5)
40. Do you feel that there are enough opportunities available in your
school to use the things you have learned at the workshops?
(1)
Yes (2) No (3) Unsure
41. To what extent were you able to use the ideas that were presented
in the Innovation Team workshops in your classroom?
(1) Able to use most or al
1
of the things
(2) Able to use some of the things
(3) Able to use little or none of the things
42. Do you feel your teaching style has changed as a result of these
workshops?
(!) yes (2) No (3) Unsure
43. In general, what effect do you think the workshops have had
on your
work in the classroom?
(1) My work has been enhanced a great deal
(2) My work has been enhanced somewhat
(3) There has been no effect on my work in the
classroom
(4) Unsure
44. Do you feel you are in a better position to evaluate
student
achievement as a result of these workshops?
(!) yes' (2) No (3)
Unsure
45. Do you feel the Innovation Team's overall efforts
have helped you
to better individualize the instruction of your
students?
( 1 ) Yes (2) No
(3) Unsure
46. What effects, if any, do you think the workshops
have had on the
students fn* your class? (Please list the effects below.)
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(4)
(5)
**7. What affective behaviors, if any, do you see changing in your students
as a result of the work done by the Innovation Team? (Please list
the behaviors below.)
( 1 )
( 2 )
(3)
(4)
(5)
_
kS. Do you feel the Innovation Team's overall efforts have helped to
improve academic skills in your students?
(1) Yes (2) No (3) Unsure
49. If you answered "yes" please specify which skills have shown improve-
ment. (Please list the skills below.)
50.
51.
52.
( 1 )
(2 )
(3)
(4)
(5)
Do you feel your attitude toward students has changed as a result
of these- workshops?
, x
(!) Yes (2) No (3)
Unsure
Do you feel the Innovation Team workshops have helped you
to under-
stand your students better?
(,) yes (2) No (3)
Unsure
Do you feel the students' attitude toward learning
has changed as a
result of these workshops?
(1) Yes U) No (3) Unsure
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53- Do you feel more of a bond toward the other teachers in your
school who attended workshops with you?
(1)
Yes (2) No (3) Unsure
5^. Do you feel your attitude toward your school administration has
changed as a result of these workshops?
(1) Yes, better attitude
(2) Yes, more critical attitude
(3) No, no_ change
Section IV - Questions on the Iowa Test of
Bas i c Ski 1 1 s ( ITBS)
55- Typically, school systems establish some kind of standardized
testing program. In Baltimore Model Cities Schools the Iowa Test
of Bas i c Ski 1 1 s ( ITBS) is used. How well do you think the test
measures your instructional goals?
(1) The ITBS is an excel lent measure
(2) The ITBS is a good measure
(3) The ITBS is a f ai
r
measure
(A) The ITBS is a poor measure
56. Please list the ways in which you currently use the ITBS test
results (if at all) for making decisions about students.
( 1 )
(2 )
(3) —
(4)
(5)
57. Overall, do you think that a standardized testing program is
appropriate in your school?
(!) yes (2) No (3)
Unsure
Comments (if any):
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